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ABSTRACT 
CUSTOMIZING EDUCATION TO THE STUDENT: 
THE EDUCATIONAL TRANSITIONS PROGRAM AT 
GREENFIELD COMMUNITY COLLEGE 
MAY 2004 
MELINDA GOUGEON, B.A., SMITH COLLEGE 
M.A.T, SMITH COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor David F. Schuman 
The purpose of this case study has been to describe and evaluate the Educational 
Transitions Program (ETP) at Greenfield Community College (GCC). The ETP was 
established in 1995 to provide an opportunity for academically able high school 
students at-risk of dropping out to attend GCC full-time while concurrently enrolled in 
high school. Community college programs for at-risk high school students are relatively 
new and uncommon. A body of literature has begun to develop, particularly around dual 
enrollment programs and middle college high schools, two types of programs that share 
common elements with the ETP. 
Data for the study were collected using a combination of documents analysis 
and interviews with ETP students, and staff from GCC and participating high schools. 
Participants’ experiences and perceptions provided a foundation for describing the 
program and outlining its benefits and challenges. Benefits to ETP students included 
earning college credit concurrently with a high school diploma, developing improved 
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self-images, and experiencing renewed interest in education and the future. GCC and 
participating high schools fulfilled an element of their educational missions by 
providing potential dropouts with an opportunity to remain in school by enrolling in the 
ETP. Institutions’ enrollment and finances benefited from the ETP since both high 
schools and college received funding for ETP students and could include these students 
in enrollment statistics. 
Challenges and problems the ETP faced included the limited number of local 
high schools participating in the program and the low level of success for ETP students 
from at least one high school that did participate. Factors contributing to these 
challenges included the existence and enrollment of an appropriate cohort for the ETP, 
the varying levels of commitment high schools made to the program, and the program’s 
cost. Issues for further consideration include the need to (1) understand what keeps high 
schools from participating in the program, (2) determine whom the program can 
effectively serve and whether there is a reasonable cohort appropriate to the program, 
and (3) evaluate the relationship between the costs and benefits of the program as plans 
are made for the ETP’s future. 
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INTRODUCTION 
Introduction 
Greenfield Community College (GCC) is a small, rural community college in 
Western Massachusetts, one of the smallest of the 15 institutions in the Massachusetts 
community college system. In 1995, GCC started a unique program for high school 
students at risk of dropping out called the Educational Transitions Program (ETP). Each 
year the ETP enrolls between 15 and 35 students who come primarily from one of the 
seven high schools in GCC’s service area. This dissertation is a case study of the ETP; 
it is a detailed description and evaluation of the program. It is the story of how one 
institution working with high schools in its service area focused resources and efforts on 
meeting the educational needs of a relatively small group of at-risk students. 
My first experience with the ETP occurred several years ago when I was a 
member of the GCC math faculty. Early one semester, I received a letter from ETP staff 
informing me that one of my students was enrolled in the ETP, which at that time was a 
new program. The letter suggested I contact the program staff if I had questions or 
concerns about the student. Before long, the student's attendance became erratic and her 
performance poor on assignments and quizzes. I contacted the program and was assured 
that the student’s attendance and effort would improve, but within a few weeks, she had 
disappeared from the course. 
I had always had strong reservations about permitting high school age students 
to attend college classes, and the failure of this student reinforced my reservations. My 
concerns were first that younger students simply were not ready socially or 
developmentally for college and should not be there; second that it would be awkward 
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and uncomfortable for the community colleges’ many adult students to have adolescents 
as classroom peers; and third I simply did not want to teach “high school” and have to 
deal with the parents and discipline problems I believed would be inherent in working 
with younger students. 
In addition to the broader questions this study would address, I imagined several 
ways in which it might help me address my own concerns. One was that I wanted to 
understand the program’s real effects on the GCC community, and another was that by 
interviewing ETP students, I could learn firsthand about them and their experiences in 
the program. The insights I hoped to gain would help me make an informed decision 
about whether programs such as the ETP belong at a community college. The study also 
intrigued me because of my own high school experience. I had hated high school; I was 
bored, did not fit in socially, rarely did my homework and was absent from school as 
often as possible. I wondered whether this program that provided an alternative to high 
school for many might have been a better fit for me, too. 
This study has persuaded me that the ETP does belong at GCC because of what 
it has done for the institutions that participate in it, and the difference it has made in the 
lives of a number of its students. I have learned that while students’ social and 
developmental suitability to GCC are important considerations, my other concerns have 
not been significant issues at the college. I have also discovered that as much as I had 
disliked high school, the ETP would not have been right for me. I attended GCC as an 
adult student in my early thirties, quite successfully. Based on what I have learned in 
this case study, I realize that I was quite similar to that very first ETP student I met: 
bright, a poor fit for my high school, but not ready for a college program where 
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maturity, independence and motivation are necessary for success. I have learned that it 
is more important to have a good fit between institution and student than for students to 
automatically be deemed inappropriate for a particular educational situation because of 
age. For some high school students, in spite of their nontraditional age, the ETP and 
GCC are just right. 
The Situation 
The primary mission of the earliest community colleges was to provide the first 
two years of a college education to traditional college-aged students (Brint & Karabel, 
1989). Over time, community colleges have changed in response to the needs of the 
developing nation. As the number and types of Americans who attended college have 
increased, the community college has seen the greatest breadth of variation in its 
students. They began to include, for example, increasing numbers of minorities, 
immigrants, first-generation college students, displaced workers and women (Brint & 
Karabel, 1989). The average age of community college students has also increased over 
time. While at the start of the twentieth century community colleges primarily served 
students right out of high school, by the end of the century, the average age of a 
community college student was approximately 29 years (American Association of 
Community Colleges, 2001). 
As students have become a more heterogeneous group, their needs have 
expanded. They have grown less prepared academically, socially and experientially for 
college and have required increasingly varied support services in order to be successful 
(Brint & Karabel, 1989). Community colleges have become practiced at developing 
programs tailored to meet a variety of needs in the communities they serve. Many 
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programs have focused on the needs of the ever-increasing number of underprepared 
students with a high risk for failure, while others have aimed at attracting and serving 
the large number of older students returning to school, sometimes after an absence of 
many years. 
As the average age of students has risen, an interesting counter-trend has begun. 
Younger students—sometimes as young as high school age and sometimes still in high 
school —have begun to attend community colleges in increasing numbers. In some 
ways, this takes the community college back to its roots of educating students coming 
directly from high school. In other ways, the situation is entirely new since many of 
today’s younger students are very different from the college-bound youth of the past. 
Some of them are high school dropouts with or without a GED1; others are high school 
students looking for college experiences and credits. Still others are classic 
“underachievers,” academically able but at risk of failure in their high schools, who are 
sent to college in an effort to help them succeed. In some respects, their needs are 
similar to those of the college’s other at-risk student groups but in other ways they 
differ. Their presence has created a new challenge, and community colleges have 
accepted this challenge by establishing a range of programs for this new generation of 
students. The earliest of these programs were often designed for academically high- 
achieving or gifted high-school students, and they are still the most common type 
(Greenberg, 1988; Lords, 2000). Programs that accept or are exclusively for at-risk 
students are generally newer and there are fewer of them (Lords, 2000). Both types are 
1 The General Education Development credential is awarded after completing a series of tests. It 
accounts for one in seven high school diplomas awarded annually (From at-risk to excellence: Principles 
for practice (ERIC Digest No. ED413765), 1997). 
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introduced in this study, but the focus is primarily on those that involve relationships2 
between high schools and community colleges. 
A type of program specifically for at-risk students is the middle college high 
school. The first was La Guardia Middle College High School (Middle College), which 
opened in New York City in 1974 as a functioning high school on a community college 
campus. The college was La Guardia Community College, and the students came from 
high schools with excessively high dropout rates. Middle College students experienced 
fewer structures and rules, balanced with more support, and many students flourished. 
The program has been a real success, and it has been the model for the development of 
more than 30 middle college high schools nationwide (Williams, 2000). Most are at 
community colleges (Smith & Wright, 1999). 
Another type of college program for high school students is commonly known 
as concurrent or dual enrollment, since it permits students to enroll in college courses 
while concurrently enrolled in high school (Greenberg, 1988). In 1985, Minnesota 
became the first state to pass comprehensive legislation to establish a statewide dual 
enrollment program (McCarthy, 1999), and there is currently some form of dual 
enrollment in at least 38 states (McCarthy, 1999). Dual enrollment programs generally 
permit high school students to enroll in college courses and receive both college and 
high school credits for the courses they successfully complete. Enrollment has often 
been limited to academically qualified students (McCarthy, 1999), but recently 
2 At first, I referred to these as collaborations, but that overstates the uneasy relationship that 
often exists between institutions that view such programs as a competition for the same, often most able, 
high school students. 
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programs have begun to focus on underachieving, “at-risk,” students rather than or in 
addition to those who are academically well qualified (Lords, 2000). 
Massachusetts has developed programs for both types of students. Originally, 
the Dual Enrollment Program was for academically high-achieving high school 
students. In 2000, Massachusetts funded a second program, the Dual Enrollment 
Program for Students in Alternative Educational Programs, commonly called 
Alternative Dual Enrollment. Alternative Dual Enrollment admits students “who are in 
alternative programs, including GED and dropout prevention programs” (Salus, 1999) 
in addition to traditionally enrolled high school students whose grades exclude them 
from the original dual enrollment program. The Educational Transitions Program had a 
strong influence on the development of the Alternative Dual Enrollment program. 
The Educational Transitions Program shares traits with both dual enrollment 
programs and middle college high schools, but in some ways it is different from either. 
ETP students need to meet their high schools’ requirements for graduation, but they do 
so at the community college. They attend GCC full time as an alternative to attending 
their hometown high school. They enroll in college classes with college students and are 
taught by college faculty. The college provides advisors and services to ETP students 
that are generally not provided to Dual Enrollment or Alternative Dual Enrollment 
students. Some of the services are not available to any GCC students except those in the 
program. ETP students are completely integrated into some aspects of college life, but 
in other ways, they stand apart. 
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Statement of the Problem 
The ETP has been at GCC for several years and has seen more than 60 of its 
students graduate from high school, but the program is still relatively unknown. Most 
instructors who have had ETP students in their classes have received a letter informing 
them of the fact, but it contains few details about the program, and every semester ETP 
staff receive calls from faculty asking for more information. GCC personnel not directly 
involved with the ETP have few ways of learning about it, and a casual mention of the 
ETP is still apt to be met with a questioning look or comment. The program produces a 
brochure to market itself to prospective high schools and students, but the brochure is 
not broadly available and many GCC staff members have never seen it. The ETP has 
never been included in a GCC catalog, and it is not listed on GCC’s web site. Data 
related to the program have been collected and analyzed periodically and these analyses 
have helped in decision-making, but there has not been a comprehensive, formal 
program review or evaluation of the ETP. 
Before this study, much of the program’s history was oral, with some aspects 
existing primarily in the memories of various participants. This made it difficult for the 
ETP to be known and understood even by people who were involved with the program, 
including decision-makers and staff affected by the ETP at GCC and participating high 
schools, students and parents interested in the program, and potential funding sources 
such as grant agencies and the Commonwealth. In order to understand the ETP and 
make good decisions about it, information about the program needs to be collected and 
analyzed and several key questions need to be answered. 
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Purpose of the Study 
The purpose of this study has been to describe and evaluate Greenfield 
Community College’s efforts to meet the needs of a group of underage, underachieving, 
at-risk high school students through the Educational Transitions Program. The study has 
investigated the Educational Transitions Program by tracing its history and evolution, 
describing its current state and outlining its purpose and goals. The study has looked at 
(1) how well the ETP achieves its intended goals, (2) how well the ETP achieves the 
goals of its constituents, (3) the unexpected outcomes of the ETP, and (4) what the 
program has failed to achieve. Key questions that have been asked include: 
What factors have contributed to the creation and development of the ETP at 
Greenfield Community College? 
Why is just one of the schools in GCC’s service area the primary participant in 
this program? 
Who are the students who enroll in the ETP, and why do they do so? 
Is the program successful, in what ways, and by whose definition or standards? 
What are the challenges, problems and issues that affect the ETP? 
The answers to these questions have been sought during the development of this case 
study. 
A literature review has been one component of the search for answers to these 
questions. Since most community college programs for either high-achieving or at-risk 
high school students are relatively new, the literature has only recently begun to 
develop. Much of the existing literature relates to programs for high-achieving students 
and is descriptive, focusing on individual programs or statewide initiatives. The 
literature related to programs for at-risk high school students is especially limited. 
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While this literature provides background information on similar programs, it cannot 
address questions about this specific program. Illuminating, describing, and evaluating 
the ETP has meant looking closely and carefully at the program itself as well as at 
existing literature. 
Methodology 
This is a case study, a method used to “gain an in-depth understanding of the 
situation and meaning for those involved” (Merriam, 1998, p. 19). The case study 
focuses “on a particular situation, event, program or phenomenon,” and creates a 
“complete, literal description of the incident or entity being investigated” (Merriam, 
1998, p. 29). This case study has been undertaken to share GCC’s work as well as the 
results of the study with current and potential participants and with the higher education 
community. 
A case study can also provide a way “to understand a larger phenomenon 
through intensive study of one specific instance” (Rossman & Rallis, 1998, p. 68). In 
this case study, the specific instance has been the ETP and the larger phenomenon is 
college academic programs for high school students, particularly high school students 
who have been identified as at-risk. This case study has introduced the topic of college 
programs for at-risk high school students. It has explained the ETP and its development, 
described its purpose, and analyzed participants’ —including the college, involved high 
schools and ETP students—perceptions of how well the program does its job. Case 
studies can also be heuristic and illuminate “the reader’s understanding of the 
phenomenon under study” (Merriam, 1998, p. 30), and this case study has produced a 
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detailed description of the ETP in order to bring an in-depth understanding of this 
program to the reader. 
Producing a case study involves gathering “comprehensive, systematic, and in- 
depth information about each case of interest” (Patton, 1990, p. 384). It can be 
approached using virtually any method or combination of methods of data collection, 
the appropriate method or methods depending on the case. This study has used a 
combination of document analysis and interviews as data-gathering methods. 
Document Analysis 
“An important feature of human environments is the messages that people 
encode in various forms” (Gall, Borg, & Gall, 1996, p. 356). Thus, an important aspect 
of this case study has been an analysis of documents related to the ETP. It is important 
to use as many sources as possible since “document analysis ... provides a behind-the- 
scenes look at the program that may not be directly observable and about which the 
interviewer might not ask appropriate questions without the leads provided by the 
documents” (Patton, 1990, p. 245). The amount, type and consistency of available data 
can provide clues about the program. 
The term document can “refer to a wide range of written, visual, and physical 
material related to the study at hand” (Merriam, 1998, p. 112), and the variety of 
documents that have become part of this study has been influenced by their availability 
and accessibility. As is the case for many community colleges, GCC’s archives are 
quite limited; written documentation available for this study was sparse and was not 
collected in any central location. 
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The documents that were used in this study include: Commonwealth documents 
related to Dual Enrollment and Alternative Dual Enrollment have been assessed for 
their contribution to the understanding of programs similar to the ETP and for potential 
information about the ETP’s influence on the creation of the Alternative Dual 
Enrollment program. Brochures, college catalogs, meeting minutes, memoranda and 
other documents at GCC that relate or refer to the ETP have been examined. 
Information from brochures and college catalogs has helped provide background 
information on GCC and has supplied clues to the ETP’s history and development. 
Meeting minutes and memos about the ETP have provided an explicit institutional 
perspective on the program. They have offered insights into its development and goals, 
its operation, the issues it has faced and its hopes for the future. 
Program files, including student-related records, have helped strengthen this 
understanding as well as offered a view of students, their achievements and their 
thoughts and beliefs. Three ETP student surveys conducted at the end of academic years 
and analyzed as part of this study have provided supporting documentation about 
students’ perceptions of the ETP’s benefits, strengths and weaknesses. The survey 
results consisted of a list of students’ written answers to each of the survey questions. 
They were compiled, analyzed and compared with themes developed in the current 
study. Documents made available by the high schools that participated in the study have 
been reviewed for information about ETP students and for the perspective they provide 
on the program and its goals from the point of view of institutions closely linked to ETP 
students and their families. 
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All documents have been examined for demographic information on students 
and for information that would highlight program successes and failures. In addition, 
document analysis not only can “provide valuable information about the program itself” 
(Merriam, 1998, p. 114), it can encourage questions about previously unanticipated 
issues. Along with looking for the information outlined, documents have provided ideas 
for questions to be asked in interviews and for potential questions for future research. 
Interviews 
Interviews are often used “when we are interested in past events that are 
impossible to replicate” (Merriam, 1998, p. 72), as has been the case when putting 
together a description of the development of the ETP. Interviews have been conducted 
with staff who work with ETP students at three participating high schools, the 
supervising administrator and two ETP staff at GCC, and four students who were 
enrolled in the program at the time of the study. One interview was conducted with each 
of these individuals and follow-up calls have been made as necessary to clarify points or 
fill in missing details. The length of interviews has ranged from one to two hours, and 
the purpose of the interviews varied depending on the interviewee. 
The GCC administrator and staff who have worked with the ETP have provided 
a broad perspective on the program and its other participants. Information gathered 
from the interview with the administrator in charge of the program focused on the 
ETP’s history and current structure, GCC’s goals for the ETP, background information 
about participating schools and an overview of the students in the program. The two 
ETP staff have had a great deal of direct experience with the program and its 
participants, and the experiences they have shared have contributed to the developing 
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understanding of the program’s history, growth, goals and students. The interview with 
the staff person who has had the closest interactions with ETP students has contributed 
particularly to the understanding of the program participants, and this person was key in 
helping to determine which students to interview. 
Staff at participating high schools were also asked to help in the selection of the 
students to be interviewed. In addition, these staff offered their perspectives on the 
program and its participants, students and schools’ reasons for participating in the ETP, 
and program successes and failures. They have also provided demographic information 
on their ETP students and have contributed to the background information for the case 
study by describing and characterizing the communities in which their high schools are 
located. Sample interview questions for GCC and high school staff can be found in 
Appendix A. 
Four high school students were interviewed individually, one-on-one. Students’ 
ETP-related experiences can best be understood by talking with them, and the purpose 
of these interviews was to hear about the ETP directly in their words and from their 
perspectives. Participants shared their backgrounds, feelings and thoughts about the 
ETP, expectations for themselves and the program, and reasons for participating. 
Sample questions for student interviews can be found in Appendix B. 
The typical case sampling method was used for choosing which students to 
interview because “in describing a program or its participants to people not familiar 
with the program it can be helpful to provide a qualitative profile of one or more 
‘typical’ cases ... selected with the cooperation of key informants, such as program staff 
... who can identify what is typical” (Patton, 1990, p. 173). ‘There are no rules for 
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sample size in qualitative inquiry” (Patton, 1990, p. 184), and since “qualitative inquiry 
typically focuses in depth on relatively small samples” (Patton, 1990, p. 169), four 
students was deemed sufficient for the purpose of this study. 
All interviews were conducted using the general interview guide approach, 
which is “typically used in qualitative studies” (Rossman & Rallis, 1998, p. 124). In this 
approach, the researcher “develops categories or topics to explore but remains open to 
pursuing topics that the participant brings” (Rossman & Rallis, 1998, p. 124) to the 
interview. There is enough structure in the general interview guide format for the 
interviewer to be sure the predetermined topics will be discussed, yet there is enough 
flexibility for the interviewee to be able to freely discuss individual ideas and 
perspective. 
When conducting the interviews, it was important to be an active listener, 
attending not only to words, inflection and pauses, but also to what was not said (Yin, 
1994). Also, since capturing interviewees’ words as accurately as possible is important 
in qualitative interviewing (Patton, 1990), the interviews were taped. This is an 
effective way to preserve them for later analysis and so that the interviewer can use 
them to “listen for ways to improve his or her questioning technique” (Merriam, 1998, 
p. 87). Notes were taken during the interview process in order to record the 
interviewer’s observations as well as to record nonverbal clues to, for example, the 
interviewee’s reaction to a question or idea (Merriam, 1998). Since the combination of 
tapes and transcription provides the “best database for analysis” of interviews (Merriam, 
1998, p. 88), tapes were transcribed verbatim in preparation for their analysis. “Data 
analysis consists of examining, categorizing, tabulating, or otherwise recombining the 
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evidence to address the initial propositions of a study” (Yin, 1994, p. 102), so tapes and 
transcripts were analyzed for important and recurring themes that have contributed to 
the description and evaluation of the ETP. 
Data collection began with GCC documents but, as expected, did not proceed in 
a neat, linear fashion. Nor did the information needed for a complete picture of the ETP 
come clearly and cleanly from any combination of sources that could be completely 
predetermined. Document analysis was interwoven with interviews as one source led to 
or enlightened another. In a similar way, information from one source has been 
interwoven with information from other sources to create a clear picture of the ETP and 
a completed case study. 
Significance and Limitations of the Study 
Recent predictions are that dual enrollment programs will continue to develop 
and grow (Robertson, Chapman, & Gaskin, 2001), and educators consequently will be 
looking for information to help them learn about such programs. This study will 
contribute to the literature that has begun to develop around community college 
programs for at-risk high school students. It will also raise questions to motivate future 
research on programs that seek to meet the needs of students who do not fit the mold of 
the traditional high school. In addition, the study will help GCC and potential high 
school partners determine if the ETP is a good fit for these institutions’ students. 
Case studies can be “particularly useful for studying educational innovations, for 
evaluating programs and for informing policy” (Merriam, 1998, p. 41), and since one 
element of this study has been an evaluation of the ETP as a unique educational 
program, a case study has been an effective approach to conducting this evaluation. In 
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addition, the ETP began as an exception to Massachusetts’ established dual enrollment 
policy, and it inspired the policy’s extension to a broader student population. The results 
of the study may influence policy related to, for instance, the ETP’s existence and form 
at GCC, its admission criteria, prospective students’ characteristics and high schools’ 
participation in the program. The study also has possible implications for dual 
enrollment across the Commonwealth in that it will call attention to the challenges 
faced by at-risk students in our public school system and may conceivably affect the 
way in which policymakers view the needs of these students as they plan for the future. 
Since this portrait of the ETP contributes to the sparse literature on community 
college programs for at-risk high school students, it will be a source of information for 
other community colleges as they attempt to meet the needs of their students. This 
points out a limitation of the study. While creating a comprehensive, in-depth picture of 
the ETP is the case study method’s strength for the current study, it is also one of the 
limitations of the method. This is a study of one particular program and what we learn 
about it may not be generalizeable to other situations or programs. “Overall, the issue of 
generalizability centers on whether it is possible to generalize from a single case, or 
from qualitative inquiry in general” (Merriam, 1998, p. 208). ‘The question of 
generalizability has plagued qualitative investigators for some time” (Merriam, 1998, p. 
208), since in looking in detail at this one instance of a phenomenon, the ability to 
compare or relate it to other programs is lost. What is gained in depth of understanding 
may be lost in breadth of applicability. 
While limitations to the generalizability of qualitative research results are 
broadly recognized, there are those who believe that generalization of case study 
16 
findings is possible. Merriam says that “external validity is concerned with the extent to 
which the findings of one study can be applied to other situations” (Merriam, 1998, p. 
207) . She describes this as “how generalizeable” the results of the study are and 
suggests that one way to reframe generalizability “to reflect the assumptions underlying 
qualitative inquiry” is to consider “user or reader generalizability” (Merriam, 1998, p. 
208) . It is readers’ responsibility to determine whether and how the research generalizes 
to their circumstance, but the researcher has “an obligation to provide enough detailed 
description of the study’s context to enable readers to compare the ‘fit’ with their 
situations” (Merriam, 1998, p. 208).3 
The case study depends on the investigator in other ways as well. The researcher 
needs to have “highly developed language skills in order to identify constructs, themes, 
and patterns in verbal data and to write a report that brings the case alive for the reader” 
(Gall et al., 1996, p. 586). “Qualitative case studies are limited, too, by the sensitivity 
and integrity of the investigator.... The investigator is left to rely on his or her own 
instincts and abilities throughout most of this research effort” (Merriam, 1998, p. 43). 
Among the ethical considerations in a case study is that it might be difficult to disguise 
the identity of participants (Gall et al., 1996). In addition, “both the readers of case 
studies and the authors themselves need to be aware of biases that can affect the final 
product” (Merriam, 1998, p. 43). 
3 Yin (1994) describes two types of generalization. The more common is “statistical 
generalization,” in which “an inference is made about a population (or universe) on the basis of empirical 
data collected about a sample” (p. 30) as is the case when working with survey research. The type of 
generalization more common in qualitative case studies is “analytic generalization” (p. 31), which is 
“striving to generalize a particular set of results to some broader theory” (p. 36). Statistical generalization 
involves finding representative samples while in analytic generalization, the researcher looks at this and 
other potential cases to help to develop theory. 
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Case studies can also be quite time consuming, costly and labor-intensive (Gall 
et al., 1996). According to Merriam (1998): 
A researcher may not have the time or money to devote to such an undertaking. 
And assuming time is available to produce a worthy case study, the product may 
be too lengthy, too detailed, or too involved for busy policy makers and 
educators to read and use. (p. 42) 
In spite of its limitations, the case study method has provided a good opportunity to 
introduce and examine the ETP. 
Chapter Descriptions 
This dissertation consists of this introduction, five chapters and a conclusion. 
The Introduction has explained the motivation for the study, provided a description of 
the dissertation and presented the methodology for the study. Chapter 1 provides 
background information on the area of Western Massachusetts where GCC is situated, a 
brief history of GCC and a discussion of the development of the community college and 
its mission. It also looks at some of the special programs GCC has created over the 
years to meet the needs of its students and community. Chapter 2 describes the 
evolution of the community college student, the at-risk high school student and college 
programs for high school students. It emphasizes two types of programs closely 
connected to community colleges that are either exclusively for or admit at-risk 
students. Chapter 3 provides a detailed description of the ETP, looking at the program’s 
origins, outlining its original goals, describing the forces that have influenced its 
development, looking at the program as it currently exists and describing its students. 
Chapter 4 focuses on perceptions and perspectives on what the ETP does for students, 
participating high schools and GCC from the perspectives of ETP students, and staff at 
GCC and participating high schools. It also looks at how well and in what ways ETP 
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students fit the literature’s description of at-risk. Chapter 5 evaluates the ETP’s 
strengths and challenges. It looks at how well, in what ways and why the program 
works by examining (1) how successfully the ETP achieves its original goals as 
described in Chapter 3; (2) how effective the program is at helping students meet their 
personal expectations for their education at GCC; (3) how well the ETP meets the 
expectations of the participating schools and the college; and (4) the program’s 
challenges and problems as well as any additional or unanticipated effects of the ETP. 
The Conclusion reviews what has been learned about the ETP and considers its future at 
GCC. It also reviews the study’s significance, limitations and generalizability. 
Suggestions are made for future research that might apply directly to the ETP and that, 
in addition, might provide a resource for others who are looking for ways to create a 
better learning opportunity for at-risk high school students. 
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CHAPTER 1 
AN HISTORICAL PERSPECTIVE 
Introduction 
The earliest community colleges were established primarily to provide high 
school graduates with convenient access to the first two years of college. Over the 
years, their mission has expanded and they have assumed a broader role in their 
communities. From a distance, community colleges appear similar and in many ways, 
they are, but each is also a unique institution influenced by and suited to the specific 
environmental factors that have shaped it. A community college is connected to its 
community in ways four-year colleges and universities are not. The “town and gown” 
distinctions and commonalities that exist between many traditional institutions and 
communities do not exist for the community college because it depends almost 
completely on local support for its existence (Roueche & Roueche, 1993). The college 
relies on input from the people in its community as it plans and makes decisions, and 
since nearly all of its students live close-by, the historic, demographic and geographic 
character of the region and people have a significant effect on these institutions. 
Chapter 1 establishes the background from which the Educational Transitions 
Program developed. The chapter contains a discussion of the community college, 
describing its development, mission and role in its community. It also introduces 
Greenfield Community College, including a brief history of GCC, a discussion of its 
mission and an overview of some of the programs the college has created over the years 
to meet the needs of its constituents. Chapter 1 begins with a discussion of the 
geographic region in which GCC is located. 
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The Pioneer Valiev of Western Massachusetts 
This section introduces the Pioneer Valley area of Western Massachusetts that is 
home to Greenfield Community College. It describes three key towns in the Valley that 
are closely associated with GCC, focusing particularly on the geography, history and 
demographics that have influenced their character, relationship with the college and 
participation in the Educational Transitions Program. 
Greenfield 
Greenfield, Massachusetts, is in the Connecticut Valley of Western 
Massachusetts, part of what was once the “flat lake bottom plain of Lake Hitchcock, a 
glacial lake that drained about 12,500 years ago” (Little, 1996, § General Setting, 5 1). 
The town is at the juncture of the Connecticut and Deerfield Rivers (Seiberspace 
Websites & Crocker Communications, n.d.) and the intersection of Interstate 91 that 
runs north-south and state Route 2 that runs east-west. Greenfield, once part of the 
neighboring town of Deerfield, became a town in its own right in 1753 (Reid, 1993). 
The area was originally part of Hampshire County, but in 1811, the northern section of 
that county became Franklin County, and Greenfield became the county seat. 
Greenfield is the largest town in Franklin County, which is the most rural 
(Economic Research Service, 2002a) and one of the poorest (Economic Research 
Service, 2002b) counties in Massachusetts. Close by are the Hilltowns of Western 
Massachusetts. They are small towns nestled in the Berkshire Hills, rural communities 
many of which until recently could brag of being home to more cows than people. In 
the nineteenth century, Greenfield was an agricultural and industrial town, known 
particularly for its cutlery and tool-making concerns (Franklin County Chamber of 
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Commerce, n.d.). Today the town combines agriculture and what remains of those 
industries with business, education, service and transportation (Weeks, n.d.). Greenfield 
describes itself as “just the kind of town most people dream about as the ideal place to 
live and raise a family” (Massachusetts Department of Housing and Community 
Development, 1999b, § Narrative, 5 1). It is the only town in the area that still boasts a 
real, old-fashioned department store. The store dominates Main Street. A few years ago 
residents of Greenfield led a successful campaign against the giant discount chain Wal- 
Mart when it attempted to open a store there (NPR, 1993). An article related to this 
incident appeared in Newsweek (Gilman & Miller, 1993); it pointed out the potential 
cost to Greenfield of clinging to a past exemplified by a department store on Main 
Street. 
Greenfield has a population of nearly 19,000, 93.5% of whom are white (U.S. 
Census Bureau, 2001b). The average per capita income in the town is $18,830 and the 
median income by household is $33,110 (U.S. Census Bureau, 2002);4 41% of 
Greenfield’s high school students qualify for free or reduced price school lunch 
(Massachusetts Department of Education, 2003c).5 There are approximately 2400 
students enrolled in Greenfield’s public school system, more than 600 of them at the 
town’s one public high school, Greenfield High School (GHS) (Massachusetts 
Department of Education, 2003d). GHS has an annual dropout rate that fluctuates 
between 5% and 8%. In the past several years, an average of 39%6 of students enrolled 
4 Statewide, average per capita income is $25,952 and median household income is $50,502. 
5 Statewide, 26.2% of students qualify for free or reduced price school lunch. 
6 Statistics related to students’ college plans have been rounded to the nearest whole percent. 
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there planned to attend a four-year college and 34% a two-year college. Twenty percent 
planned to go directly to work and the remainder (7%) had other plans7 (Massachusetts 
Department of Education, 2003i). Greenfield High School students who attend a two- 
year college will most likely go to Greenfield Community College, not many miles 
from the high school. 
Greenfield sits near the northern tip of the Pioneer Valley, which links it to 
Pioneer Valley towns to the south in neighboring Hampshire County. Northampton and 
Amherst are two prominent towns in the Valley that are easily accessible to Greenfield. 
While the three towns are not far apart geographically, they are quite different in 
character. 
Northampton 
A 20-minute drive south on Interstate 91 connects Northampton, Massachusetts, 
with Greenfield. Northampton is the county seat of Hampshire County, which abuts 
Franklin County. “Northampton was settled in 1654 on a low rise above the rich 
meadowlands by the Connecticut River” (eCommunityGuide.com, n.d.-bj 1). In its 
past, Northampton typified the early New England town. Jonathan Edwards, the 
minister whose writings inspired the “Great Awakening,” for example, spent more than 
20 years in Northampton preaching “fire and brimstone” from his pulpit at the 
Congregational Church (eclecTechs, n.d. 5 2). Northampton likes to boast of its well- 
known residents and visitors, Edwards among them. Another resident, Sylvester 
Graham, invented the Graham cracker and President Calvin Coolidge at one time 
7 This includes students who planned to enter the military and those who specifically placed 
themselves in an “other” category. 
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practiced law on Main Street in a building that is now Fitzwilly’s restaurant 
(eclecTechs). In the nineteenth century, another president, Franklin Pierce, was a 
student at the Northampton Law School (eCommunityGuide.com, n.d.-b5 1). 
It has been a long time since Northampton had a law school, but education still 
holds an important position in the life of the town. Northampton is home to the Clarke 
School for the Deaf, begun with support from Alexander Graham Bell. The elite Smith 
College, founded through the philanthropy of the college’s namesake Sophia Smith, is 
located just on the edge of downtown Northampton, and its presence has had a major 
influence on the character of the town (eCommunityGuide.com, n.d.-b 5 1). 
Northampton is a dichotomy. It sees itself as “both traditional and innovative” 
(Massachusetts Department of Housing and Community Development, 1999c, § 
Narrative, 5 2). Its economy has healthy retail and commercial segments as well as 
manufacturing operations that combine traditional and innovative components 
(Massachusetts Department of Housing and Community Development, 1999c). The 
downtown area has an impressive array of shops and “is alive days and evenings with a 
wide selection of restaurants, coffee and ice-cream shops, theaters,... clubs featuring an 
array of music, street musicians and a Center for the Arts” (Massachusetts Department 
of Housing and Community Development, 1999c, § Narrative, 5 2). Northampton 
combines the affluence of Smith College and a vibrant downtown “Noho” with its 
working-class roots as “Hamp” in a sometimes uneasy relationship. 
Northampton has a population of approximately 29,000 that is 90% white (U.S. 
Census Bureau, 2001c). The average per capita income in the town is $24,022 and the 
median income by household is $41,808 (U.S. Census Bureau, 2002); 15.4% of 
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Northampton High School (NHS) students qualify for free or reduced price school 
lunch (Massachusetts Department of Education, 2003e). There are just over 2900 
students enrolled in Northampton’s public school system. Nearly 800 of them attend 
Northampton High School (Massachusetts Department of Education, 2003f), which is 
one of two public high schools in town. The other is Smith Vocational and Agricultural 
High School, for students who wish to earn a vocational certificate concurrently with 
their high school diploma (Smith Vocational and Agricultural High School, n.d.). NHS 
has a dropout rate of 2.1%; in the past several years, an average of 64% of students 
enrolled there planned to attend a four-year college and 19% a two-year college. Five 
percent planned to go to work immediately after graduating and the remainder (12%) 
had other plans (Massachusetts Department of Education, 2003i). Some students who 
attend a two-year college will undoubtedly go to Greenfield Community College, but 
many will attend Holyoke Community College or Springfield Technical Community 
College. Both are an easy drive south on Interstate 91 and neither requires a trek into 
the Berkshire Hills, which can be daunting in bad weather for people who live in the 
Valley. 
Amherst 
Amherst is northeast of Northampton, across the Coolidge Bridge that spans the 
Connecticut River on state Route 9. It is a 10-minute drive that can take 30 minutes 
when the traffic is heavy, which is common. Amherst is southeast of Greenfield, on the 
opposite side of the Connecticut River, connected by a 15-minute drive on state Route 
116 followed by a 10-minute drive up Interstate 91. Amherst is “located in the fertile 
and scenic Connecticut River Valley,... [and] enjoys views of hills and mountains in all 
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directions” (Massachusetts Department of Housing and Community Development, 
1999a, § Narrative, 5 1). 
Amherst was originally part of the neighboring town of Hadley but became a 
town in its own right in 1775 (eCommunityGuide.com, n.d.-a). Early in its life, Amherst 
was a farming community, and industry and manufacturing were also once important. 
As early as the late 1700s many small schools existed in Amherst, and over time, the 
town became a center of education (Massachusetts Department of Housing and 
Community Development, 1999a). This focus on education fostered the establishment 
of a small college preparatory school called Amherst Academy from which Amherst 
College evolved (eCommunityGuide.com, n.d.-a). Amherst is also home to Hampshire 
College, a small non-traditional liberal arts college founded in 1972, and the University 
of Massachusetts Amherst (UMass Amherst), the largest campus of the Massachusetts 
university system.8 
Today, education is Amherst’s primary industry, and the town is the epitome of 
a college town (Massachusetts Department of Housing and Community Development, 
1999a). Amherst’s “commercial, social and cultural life benefit from the liveliness and 
diversity stimulated by the colleges and the University” (Massachusetts Department of 
Housing and Community Development, 1999a, § Narrative, 5 2). The town is well 
known for embracing political causes and correctness. Recently, for example, a group 
of students and parents petitioned Amherst Regional High School (ARHS) to cancel its 
8 UMass Amherst has an enrollment of more than 23,000 students, nearly 18,000 of whom are 
undergraduates ("Business West resource guide 2003: Colleges," 2003). 
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planned production of “West Side Story,” objecting “to the musical’s racial slurs, 
negative stereotypes, and use of violence for problem-solving” (Armbrust, 1999). 
Conversely, in 1993, the Amherst chapter of the National Association for the 
Advancement of Colored People “filed a federal lawsuit charging that the Amherst- 
Pelham School District had violated the civil rights of minority students by grouping 
them disproportionately in low-ability classes” (Schmidt, 1993,5 7). ARHS then- 
principal John E. Heffley reportedly defended the system, saying it produced many 
National Merit Scholarship finalists, prepared students well for college, and resulted in 
low dropout rates among students with limited proficiency in English (Schmidt, 1993).9 
He also asserted that nearly all of the schools’ parents and staff supported the system 
(Schmidt, 1993), but a panel created to resolve the issue eventually found the policies 
unfair to poor and minority children and recommended the system be discontinued 
(Schmidt, 1994). 
Amherst has a population of approximately 35,000, which is just over 79% 
white (U.S. Census Bureau, 2001a). The average per capita income in the town is 
$17,427 and the median income by household is $40,017 (U.S. Census Bureau, 2002); 
15.5% of Amherst Regional High School students qualify for free or reduced price 
school lunch (Massachusetts Department of Education, 2003a). During the summer 
months when local colleges are not in full session, the population decreases to 
approximately 25,000 (Massachusetts Department of Housing and Community 
Development, 1999a). There are approximately 3600 students enrolled in Amherst’s 
public school system, just over 1300 of them at Amherst Regional High School 
9 Since it provided them with the extra help they needed to succeed. 
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(Massachusetts Department of Education, 2003b). The only public high school in 
Amherst, it has a dropout rate of 2.4%. Over the past several years, an average of 73% 
of students enrolled there planned to attend a four-year college and 17% a two-year 
college; 7% planned to go to work immediately after graduating and the remainder (3%) 
had a variety of other plans (Massachusetts Department of Education, 2003i). 
A Summary 
A higher percent of Amherst’s high school students plan to attend a four-year 
college than do students from Greenfield or Northampton, and compared to Greenfield, 
a larger percent of Northampton and Amherst high school students plan to attend 
college at all. In contrast, a lower percent intend to go to work upon leaving high 
school.10 This is just one way in which a distance exists among these three towns in the 
Pioneer Valley. It is also evident in the discomfort and incomprehension that leads some 
of the area’s old-time New Englanders to refer to the Amherst area as “Granola Valley” 
or “Happy Valley.” Natives of the Greenfield area and the Hilltowns are known to refer 
to the Northampton-Amherst area, the part of the Pioneer Valley just a few miles south 
of Greenfield but that is often incomprehensible to them, as being south of the “Tofu 
Curtain.” The distance that exists between towns is cultural, experiential and 
philosophical as well as geographical. 
The Pioneer Valley is home to 14 colleges: one university, 10 four-year colleges 
and three community colleges ("Local colleges," 1997). Nine of the 14, all four-year 
10 Amherst and Northampton data are consistent from year to year in terms of the percent of 
students in each category. In the Greenfield data, there is a significant difference from year to year in the 
percent of students who plan to go directly to work. This is balanced by corresponding differences in the 
numbers who plan to attend a two-year college. 
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colleges, are private. All 14 colleges are either in or easily accessible to Amherst and 
Northampton. Only one of them, Greenfield Community College is in Franklin County, 
north of the Tofu Curtain. GCC was established in 1962, the fifth in the 
Commonwealth’s system of 15 community colleges (Shaw, 1987). GCC plays an 
important role in the education of high school graduates in the three towns under 
discussion: 23% of the college’s students come from Greenfield, 7% from Amherst and 
6% from Northampton (Field, 2002b).11 The role of educating local high school 
graduates is something founders of early community colleges envisioned. 
The Community College Movement 
This section traces the development of the community college movement, 
describing its origins, the forces that have shaped it and its current structure. Links 
between secondary schools and community colleges are pointed out to call attention to 
the historical relationship between these institutions. 
Joliet Junior College is widely recognized as the earliest community college in 
the United States. It was established in 1901 at Joliet High School in Joliet, Illinois, 
with the support of William Rainey Harper, president of the University of Chicago and 
an early and influential advocate of the community college. Harper wanted to create 
“free-standing two-year colleges, ‘affiliated’ with the university ... that would take over 
the training of freshmen and sophomores, allowing the university to concentrate on 
advanced studies and research” (Witt, Wattenbarger, Gollattscheck, & Suppiger, 1994, 
p. 15). To this end, he encouraged “a network of secondary schools to affiliate with his 
11 The GED is GCC’s biggest “feeder school.” In 2002, for example, 297 of the approximately 
2,300 students enrolled at GCC had earned a GED (Field, 2002a). GHS is second with nearly 197, ARHS 
fourth with just over 108, and NHS ninth with nearly 57. 
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university” (Witt et al., 1994, p. 16), among them Joliet, to provide curriculum for 
grades 13 and 14. They became the first six-year high schools in the United States, and 
the university “accepted their graduates into the upper division” (Witt et al., 1994, p. 
16). Early community colleges were generally either six-year high schools like Joliet, or 
two-year colleges “formed by eliminating the last two years from the curriculum of 
some small private college” (Witt et al., 1994, pp. 5-6).12 
The two-year college movement grew slowly at first, but by 1920, community 
colleges were gaining national recognition and a professional organization, the 
American Associate of Junior Colleges (AAJC), had been founded. During the 1930s, 
while university enrollments declined for several years, junior college enrollments 
increased, and by the end of the decade, they enrolled nearly one-tenth of the Americans 
going to college (Witt et al., 1994). 
In the late 1940s, the Truman Commission Report13 had a major influence on the 
growth of the community college movement. The report stated that at least “49 percent 
of our population has the mental ability to complete 14 years of schooling with a 
curriculum of general and vocational studies that should lead either to gainful 
employment or to further study at a more advanced level” (President's Commission on 
Higher Education, 1952, p. 20). It encouraged the establishment of a network of 
publicly supported, tuition-free two-year colleges it called community colleges 
(Vaughan, 2000, p. 25) and recommended “that education should be available in public 
12 Now commonly called community colleges, they were then generally called junior colleges, 
the name Harper gave the two-year colleges in his original plan (Witt et al., 1994). 
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(Vaughan, 2000, p. 25) and recommended “that education should be available in public 
institutions to all youth for the traditional freshman and sophomore years or for the 
traditional 2-year junior college course” (President's Commission on Higher Education, 
1952, p. 16). Junior colleges were moving further away from their secondary school 
roots and closer to becoming the major presence in higher education they are today. 
Community college enrollment began to grow more rapidly in the 1950s, and 
during the 1960s, the Baby Boomer generation began to go to college, creating a strain 
on resources in all areas of higher education, particularly on community colleges. 
Community college enrollment quadrupled during the 1960s and 1970s (Eaton, 1994) 
and for several years during this period, new ones opened at a rate of one a week (Brint 
& Karabel, 1989). 
The nation experienced a period of rapid change in many ways during these 
decades, and by the 1970s, community colleges were becoming comprehensive 
institutions with complex missions. “The civil rights, antiwar, and women’s rights 
movements changed the national self-image and the educational aspirations of many 
American citizens” (Witt et al., 1994, p. 190), and federal legislation such as the Civil 
Rights Act, National Defense Education Act and Higher Education Act provided 
Americans with increased access to higher education (Eaton, 1994). Due at least in part 
to the influence of these broader changes, the community college became open- 
admissions institutions in which “any high school graduate or person over 18 years of 
age who seems capable of profiting by the instruction offered is eligible for admission" 
(Thornton, 1972, p. 35). Many colleges began offering courses in the evenings and 
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eventually expanded their offerings to weekends to accommodate students who could 
not attend during the day (Mabry, 1988, April; Portman, 1979; Witt et al., 1994). 
In the early 1980s, recession encouraged students to attend community colleges 
for largely the same reasons they chose junior colleges during the depression of the 
1930s: low cost vocational education. The percent of Americans going to college by 
now exceeded the Truman Commission’s proposed 49%, and by the 1990s, there were 
more than 1100 public and private two-year colleges in the United States, the majority 
of which were public institutions (Vaughan, 2000). Community colleges are now one of 
the largest segments of higher education (Vaughan, 2000). They currently enroll more 
than half of the students in higher education (Boone, 1997), and enrollments are 
projected to continue to grow in the near future (Chronicle of Higher Education, 1999). 
Community colleges’ growth and popularity reflect “society’s expanding 
expectations of what... schools can do ” (Arthur M. Cohen, 1985, p. 2), including 
preserving democracy, eliminating poverty, providing cultural enrichment, reducing 
unemployment, and assimilating immigrants into our culture. Each of these as well as 
numerous others is an area in which community colleges have developed programs 
(Arthur M. Cohen, 1985, p. 2). These colleges make a “quick and relevant response to 
the nation’s workforce preparedness needs,” provide a broad array of continuing 
education and cultural enrichment programs, and have “become both the nexus and the 
beacon for rallying and pulling together in the pursuit of special interests and projects” 
(Boone, 1997, January/February, § The Contemporary Community College, 5 2) in the 
community. Attempting to meet these diverse community needs has challenged 
community colleges to reevaluate and broaden their missions. 
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The Community College Mission 
“The community college’s mission is the fountain from which all of its activities 
flow” (Vaughan, 2000, p. 3), and to understand a community college’s mission is to 
know the community college, what it values and whom it serves. Most community 
colleges have formal mission statements that broadly define their goals, but they fulfill 
their missions in a wide variety of ways (Vaughan, 2000, p. 3). 
The mission of early community colleges was primarily one of “increasing 
access to higher education in the rapidly growing and industrializing nation” (Viadero, 
1998, § Varied Mission, 5 1). At their start, community colleges focused almost entirely 
on transfer (Bragg, 2001). Their curriculum also often included “vocational-technical 
education, continuing education, remedial education, and community services” (Arthur 
M. Cohen & Brawer, 1989, p. 16), but these functions were all minor compared with 
academic transfer (Brint & Karabel, 1989). Gradually, vocational education gained 
importance, due largely to economic and political forces and encouraged by early 
community college leaders who supported a broader mission for their schools (Bragg, 
2001, p. 98). 
Within a few years of its founding, the American Association of Junior Colleges 
created a definition of a junior college that recognized “a broad scope of community 
and vocational education” (Witt et al., 1994, p. 40) in addition to a transfer function14. It 
included in its definition of the junior college mission “the statement, ‘The junior 
college may, and is likely to, develop a different type of curriculum suited to the larger 
14 Supporters of a broadened mission “suggested that vocational programs should prepare youths 
and adults for immediate employment in semiprofessional occupations” (Bragg, 2001, p. 98) and 
described this as the terminal function of the community college. 
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and ever-changing civic, social, religious, and vocational needs of the entire community 
in which the college is located”’ (Arthur M. Cohen, 1985, p. 2). 
In the post-World War II era, the community college’s mission expanded to 
reflect the influence of the GI Bill and the Truman Commission Report. The GI Bill had 
“an enormous impact on community college enrollment, in the diversity of students 
enrolled, and on programs and mission” (Vaughan, 2000, pp. 33-34). The Truman 
Commission Report called for community colleges to “serve as cultural centers; be 
comprehensive in their program offerings with an emphasis on civic responsibility; and 
serve the area in which they were located” (Vaughan, 2000, p. 25) in addition to 
providing access to higher education to many who had not previously had it. 
Jesse Bogue, a prominent community college leader of the time, proposed three 
main focuses for the community college mission: (1) vocational, (2) university parallel 
(transfer), and (3) continuing education, which brought the opportunity for students to 
attend college part-time “as the need and interest arose” (Bragg, 2001, p. 99). 
Curriculum that supported this mission 
offered transferable education, enabling students to complete the first two years 
of baccalaureate studies; occupational programs leading to certificates of 
completion for curricula that might take two years or less to complete; and post¬ 
secondary terminal curricula for students who would not go on to a university 
but who sought an additional year or two of preparation for home and family 
living or for clerical and other entry level jobs in business. (Arthur M. Cohen & 
Brawer, 1989, pp. 1-2) 
“The leading colleges of the 1980s were predominantly vocational institutions, 
and many offered growing numbers of short-term programs custom-tailored to meet the 
specific needs of local business” (Brint & Karabel, 1989, p. 134). In 1988, the 
Commission on the Future of Community Colleges sponsored by the American 
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Association of Community Colleges15 (AACC) produced the report Building 
Communities: A Vision for a New Century, which “introduced the idea that ‘the word 
community should be defined not only as a region to be served, but also as a climate to 
be created’” (Vaughan, 2000, p. 26). A broadened mission at many community colleges 
and customized curriculum and services that would meet the diverse needs of students 
and community helped to create this climate. 
The AACC’s current description of the community college’s mission is that they 
should “provide access to postsecondary educational programs and services that lead to 
stronger, more vital communities” (Vaughan, 2000, p. 3). The organization suggests 
that the following commitments shape most community colleges’ missions: 
Serving all segments of society through an open-access admissions policy that 
offers equal and fair treatment to all students. 
Providing a comprehensive educational program. 
Serving the community as a community-based institution of higher education. 
Teaching and learning. 
Fostering lifelong learning. (Vaughan, 2000, p. 3) 
The AACC’s description of the community college mission reinforces the idea 
that “community colleges are intensely local in perspective and mission” (Witt et al., 
1994, p. xviii). Since their beginning, their mission has bound community colleges to 
their communities, and GCC is no exception. The next section describes the history and 
mission of Greenfield Community College and looks at what makes GCC unique, 
15 The new name for what was the American Association of Junior Colleges. 
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including some of the projects and programs GCC has created to satisfy its mission and 
serve the needs of its community, including the ETP. 
Greenfield Community College 
History and Mission 
Massachusetts has a long tradition of support for education; the first public 
school and first secondary school in the United States as well as the earliest college that 
is still in operation were all begun in Massachusetts. Two of the three were private 
schools ("Massachusetts," 1998; U.S. Department of Education, 2003). In spite of this 
early start, Massachusetts was relatively late in establishing the “people’s college” 
(Boone, 1997) largely because it already had well-established and well-respected 
private colleges that were attended by students from around the nation and world (Witt 
et al., 1994, p. 171). Until the late 1950s there was little support for the establishment of 
an additional type of institution in the Commonwealth (Brint & Karabel, 1989),16 and 
the first community college was not established until 1960 (Shaw, 1987), decades after 
the beginning of the community college movement nationally. 
Greenfield Community College was founded in 1962, at the peak of the 
community college’s greatest growth period. It was the fifth college in the developing 
Massachusetts community college system.17 During the planning phase, the Board of 
Colleges questioned first the need for a community college in Franklin County and 
16 In 1956, Governor Foster Furcolo ordered a study of state needs that led to the passage of 
legislation in 1958 to establish a Board of Regional Colleges. Massachusetts was the first state to create a 
statewide community college system rather than leaving them to be run by municipalities or counties 
(Shaw, 1987). 
17 The first community college in Massachusetts, Berkshire Community College, opened in 
Pittsfield, Massachusetts, in 1960 (Shaw, 1987). 
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second, if there was one, what town would become its home. Greenfield and Orange, a 
town east of Greenfield and closer to Boston on state Route 2, were the two main 
contenders. Ultimately, the strong lobbying efforts of town residents convinced planners 
to locate the college in Greenfield (Shaw, 1987). 
Unlike the earliest junior colleges, begun primarily as transfer institutions, 
Massachusetts’ community colleges were “legally designated as ‘comprehensive’ 
institutions combining ‘liberal arts, vocational-technical, and adult education’” (Brint & 
Karabel, 1989, p. 145). An article in the Greenfield Recorder18 suggested that a 
community college in Greenfield would meet the needs of “a technical society [that] 
demands basic high school education plus specialized training” (Shaw, 1987, p. 12) 
from its population. The Greenfield Area Chamber of Commerce surveyed local 
businesses and industry for their opinions about potential curriculum for the college as 
well as to evaluate the job market for potential graduates. The results suggested the 
college offer “technical studies” for students intending to transfer, a liberal arts program 
that could be terminal or transfer, and a secretarial program (Shaw, 1987). 
Greenfield Community College opened in September of 1962, in a renovated 
elementary school. The programs listed in its first college “catalog,” a pamphlet-style 
document just eight pages long, were: General Studies, University-Parallel, Executive 
Secretarial, and Business & Management (Greenfield Community College, 1962). The 
catalog also stated that in “the years to come, the College expects to offer significant 
semi-professional and technical courses leading to certificates and degrees” (Greenfield 
Community College, 1962, p. 3). 
18 It has been Franklin County’s newspaper since 1792. 
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GCC’s early mission in some ways mirrored that of the early junior colleges and 
in other ways reflected the sixty years that had elapsed since the first community 
college was established. Like the earliest colleges, GCC’s primary mission was “to 
provide many kinds of post-secondary education of less than baccalaureate degree 
length” (Greenfield Community College, 1964, p. 2). Similar to later colleges, it also 
included an explicit commitment to the broader needs of the community, to “meeting 
the needs of individuals in the region and utilizing the human and physical resources of 
the region in doing so” (Greenfield Community College, 1964, p. 2). Another similarity 
between the first junior colleges and GCC was that their curriculum aimed at three 
groups of students: university-bound, terminal and vocational (Greenfield Community 
College, 1962). The difference was that while most early institutions focused almost 
exclusively on transfer, GCC’s curriculum had the stronger terminal and vocational 
elements characteristic of the latter-century community college. 
According to a member of the GCC’s first graduating class, the first year at 
GCC, “was initially a small and intimate community that we new students were an 
integral part of’ (Shaw, 1987, p. 33). In the four decades since, GCC has grown in 
many ways but still prides itself on being small and on creating an environment and 
curriculum in which students and their needs remain paramount. Given the college’s 
size and its location, many of the programs it has developed have served relatively 
small numbers of students. While this has contributed to the support and personal 
attention these students have received, it has sometimes made programs more costly and 
less efficient to run and program funding more difficult to obtain and maintain. 
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Growth, Curriculum, Projects and Programs 
Long before the ETP began, GCC had been creating academic and support 
programs and services to meet the needs of its students and community. Some have 
begun as short-term experiments with the financial support of the college while others 
have been partially or completely funded by grants or other external subsidy. Some are 
successful and have become institutionalized, with grant funding replaced by 
institutional support. Others end either when grant funds are exhausted, the need that 
fostered the program or service has been met, or the college’s resources shift to needs 
with a higher priority. 
In the fall of 1966, GCC offered seven degree programs to its 600 students, and 
classes were held in an empty warehouse and a former factory in addition to the 
renovated school building that was the college’s first home. By then, GCC had 
established an evening division to attract additional students by serving those who could 
not attend during the day. The college had also received full accreditation from the New 
England Association of Colleges and Secondary Schools.19 By the end of the decade, 
GCC had established an innovative Learning Center and Learning Assistance Program 
that offered free counseling and peer tutoring to students.20 GCC is still committed to 
providing student support services, and today peer tutors assist students enrolled in 
virtually every credit-bearing course taught at the college. 
19 Now it is the New England Association of Schools and Colleges (NEASC). 
20 Tutors are generally students who have successfully completed the course they are tutoring, 
and they have been trained to assist students currently enrolled in the course. 
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Among GCC’s accomplishments in the 1970s were the construction of a new 
campus built to accommodate 1800 students at a cost of $16,000,000 and the 
establishment of a Greenfield Community College Foundation.21 By 1976, there were 
17 degree programs and more that 1400 students. One program was an associate of 
science degree in Nursing, a program originally affiliated with Franklin County 
Hospital22 and moved to GCC by mutual agreement. GCC was the first state college in 
New England to offer a two-year nursing degree (Shaw, 1987). Today it is the 
cornerstone of a Health Occupations Division that also includes Licensed Practical 
Nurse, Paramedic and Massage Therapy programs. 
During this same decade, GCC acquired the MacLeish Collection, donated 
papers and memorabilia of poet Archibald MacLeish. The college also offered the first 
developmental English and reading courses in response to the changing needs of its 
students.23 In 1979, Project TEME24 was developed with a grant from The Atari Institute 
for Educational Action Research to apply “principles of ecology and effective group 
process in combination with computer-integrated simulations and community eco- 
action projects providing students with a career-oriented hands-on learning experience” 
(Greenfield Community College, 2003). TEME gained national recognition in 1983, 
21 “These foundations are independent legal entities, guided by the mission of soliciting private 
monetary contributions and investing them for the benefit of their affiliated colleges” (Schuyler, 1997). 
22 It is now Franklin Medical Center. 
23 Updated versions of these courses as well as three levels of developmental mathematics are 
now standard offerings for GCC students. For more than 20 years, it has been the GCC policy for all 
matriculating students to take placement tests. Currently, approximately 2000 students take them annually 
(P. Simanski-Page, personal communication, March 18, 2003). 
24 TEME stands for Totally Enclosed Modular Environment. 
40 
when it was featured on the Good Morning, America television program (Shaw , 1987). 
It is now part of GCC’s Human Ecology curriculum and continues to build a strong 
sense of community and accomplishment in participants, including several students 
from the ETP. 
GCC was cited in the 1977 book College Responses to Community Demands: 
The Community College in Challenging Times for an experimental program that 
involved “a special group of staff members who, with administrative sanction, devise a 
sequence of courses and other experiences for special students’’ (A. Nl. Cohen. 
Lombardi, & Brawer, 1977, p. 98). The “exploratory year at Greenfield Community 
College (Massachusetts)... [is] a model program of occupational exploration for 
students who are uncertain about their vocational goals” (A. M. Cohen et al„ 1977. p. 
98). While this specific program ended many years ago, it is another illustration of the 
college’s efforts to support its students’ educational needs. 
The 1980s brought increased enrollments, additional degree programs and the 
first certificate programs. Certificates were designed primarily to meet the educational 
and training needs of students not seeking a degree, but most also provided the 
educational foundation necessary for those w ho decided to continue in a degree 
program. 
By mid-decade, there w ere more than 2000 students, as well as 26 degree and 11 
certificate programs. The Pioneer Valley Institute (PVI)~ w as founded in 1989 “to 
foster awareness of the Connecticut River Valley area—Its arts, science, history. 
25 No credit is attached to PVI offerings; it is a sen ice to the communit>. not an academic 
program. It was created as an offshoot of a Pioneer Valley Studies liberal arts degree option that no 
longer exists. 
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inhabitants, cultures—past, present and future” (Artspace Community Arts Center, § 
Pioneer Valley Institute at GCC, 5 1). During this decade, GCC also began an Outdoor 
Leadership Program (OLP) to provide leadership training for professionals in the 
adventure industry.26 It is “the only one-year outdoor leadership certificate program in 
the United States that is accredited by the Association of Experiential Education and 
that offers comprehensive training in the technical and human relations skills necessary 
to lead adventure programs” (Greenfield Community College & Outdoor Leadership 
Program, 2002). Programs such as OLP and TEME help to create a niche for the college 
and unique opportunities for GCC students. 
By the late 1990s, GCC had 33 degree and 17 certificate programs. Enrollment 
numbers had begun to stabilize at slightly more than 2000, and creating new programs 
to provide special services and customized educational opportunities became an 
important way of attracting and retaining students. Since GCC students often come to 
the institution without firm goals or a realistic sense of their abilities, the college 
attempts to create “career ladders” so that students who enter programs and experience 
academic success are motivated to continue their education. Some of these programs do 
not give college credit themselves but prepare current or potential students for college 
success in the future. Since the 1990s, many programs have targeted at-risk populations, 
particularly returning women students. Two examples are: 
The Women’s Reentry Certificate Program was designed in 1991 “to serve 
women who have been out of school” for at least five years (Greenfield 
Community College, 1991). Students attended GCC full-time, taking classes 
together and providing a support group for one another. The program was 
26 This includes outdoor centers and schools, adventure programs such as Outward Bound, and 
human service or educational organizations that use “adventure modalities” (Greenfield Community 
College, 2001, p. 119). 
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successful. GCC continues to show its commitment to providing services to 
returning women students by supporting them with both grant and institutional 
funds. 
Jump Start was a pre-college program that prepared women to enter programs in 
math, technology and the sciences. Designed for mothers on welfare and for 
other financially and educationally disadvantaged women, a small cohort took 
non-credit-bearing classes together and participated in career exploration and 
college-readiness workshops. Jump Start ended when the state cut its funding, 
primarily because there were too few students to warrant the program’s cost.27 
Since the early 1990s, funding opportunities have become more common for 
programs like dual enrollment that target current high school students. This has led 
GCC to broaden its outreach efforts to this group and the resulting programs, like the 
ETP, have begun to blur the institutional roles and responsibilities that developed 
between high school and community college during the twentieth century. 
In 2002, GCC celebrated its fortieth anniversary. The student body has remained 
relatively constant at between 2200 and 2300 students for the last several years. These 
students enroll in GCC’s 39 degree programs, 16 certificate programs, four certificate 
programs in collaboration with other Massachusetts community colleges and four 
“special programs”28 that offer students credit-bearing educational opportunities not 
necessarily linked to specific curricula. 
Currently the college’s mission is: 
To be the primary source of adult education in the northern half of the Pioneer 
Valley 
To provide low-cost, high-quality, open-admission education in a small college 
environment 
27 GCC did not have a large enough pool of potential students in its service area who were 
interested, eligible and able to attend. 
28 They are Honors, Cooperative Education, Directed Study and Tech-Prep. 
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To participate in transforming our region into a knowledge-based economy to 
prepare our students to live and work in the emerging global society (Greenfield 
Community College, 2002, p. 7) 
Today, GCC fulfills its mission and affirms its commitment to its community by 
continuing to provide a variety of services and programs. In some ways, it has changed 
a great deal since its days in second-hand buildings scattered around the town, while in 
others it has changed very little. The college is a resource for the community, and the 
community supports the college as is evidenced, for example, by the strong support the 
GCC Foundation receives in its community fund raising efforts. GCC, in turn, supports 
the community by continually developing and revising its offerings. An example is the 
subject of this study, the Educational Transitions Program. 
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CHAPTER 2 
STUDENTS AND PROGRAMS 
Chapter 2 looks closely at community college students, focusing on their place 
in American education and at how they evolved into the diverse group they are today. It 
introduces the at-risk community college student and the at-risk high school student and 
briefly describes ways in which they are similar. Finally, the chapter looks at college 
programs for high school students, particularly students at-risk of dropping out, and 
focuses on two kinds of programs closely connected to community colleges. This lays 
the foundation for introducing the Educational Transitions Program and ultimately for 
understanding how and why it developed at GCC. 
The Community College Student 
Early College Students 
There have been three distinct periods in American higher education (Roueche 
& Roueche, 1993), which Cross describes as “three major philosophies about who 
should go to college that have dominated the history of higher education in this 
country” (Arthur M. Cohen & Brawer, 1989). The earliest of these was the aristocratic 
period (Roueche & Roueche, 1993), which began with the establishment of the first 
colleges in the seventeenth century and continued until the mid-nineteenth century. The 
colleges of this period catered to the male children of early America’s “privileged few” 
(Roueche & Roueche, 1993, p. 22) families of wealth and social standing. Most of these 
students were preparing for careers as doctors, lawyers or members of the clergy 
(Handlin & Handlin, 1970). Nearly all students came from similar socioeconomic 
backgrounds largely because (1) most people did not have enough money to send their 
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children to college (Rudolph, 1962 p. 20), (2) most families lived too far from colleges 
to make education accessible to them, and (3) the majority of Americans were farmers 
who “could not afford to give up their sons, their sons’ labor, their sons’ help at home” 
(Rudolph, 1962, pp. 20-21) so those sons could attend college. 
In the mid-nineteenth century, higher education entered its second stage, the 
meritocratic period (Roueche & Roueche, 1993). The Morrill Act of 1862 (commonly 
called the first Morrill Act) established land grant or “people’s” colleges that were to be 
“dedicated to teaching agriculture and the mechanic arts” (Casazza, 1999, Fall, § Where 
Did We Come From?, 5 8).29 Admission to land grant colleges depended more on merit 
than had admission to the colleges of the aristocratic period (Grimes & David, 1999, 
Fall), and they enrolled primarily “academically adept adolescents” (Pew Higher 
Education Research Program, 1990, p. 1). Land grant colleges “embraced a more 
diverse clientele of students than higher education had ever known” (Roueche & 
Roueche, 1993, p. 23), but there were still few opportunities for students who were not 
either wealthy or academically outstanding (Roueche & Roueche, 1993). Colleges “still 
did not admit minorities, offered few opportunities for women, and were geographically 
inaccessible to many students” (Roueche & Roueche, 1993, p. 23). “The most dramatic 
transformation” in who attended college occurred at the turn of the century “when the 
community college movement introduced universal access and, therefore, changed the 
29 The first Morrill Act rewarded states that remained loyal to the Union during the Civil War 
with land grants of 30,000 acres per congressman that would be sold to fund colleges. The University of 
Massachusetts Amherst and Massachusetts Institute of Technology are Massachusetts’ two land grant 
institutions. 
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profile of the American college student (Cross, 1974)” (Grimes & David, 1999, Fall, 5 
1) and the face of American higher education. 
The Two-Year College Student 
The opportunity for “average” students to attend college is the hallmark of the 
third period in higher education, the democratic or egalitarian period (Roueche & 
Roueche, 1993). At the start of the twentieth century, only 0.3% of the U.S. population, 
still mostly young men, attended college ("The landscape: The changing faces of the 
America college campus," 1993). Accompanying the rapid expansion in high school 
attendance that occurred early in the 1900s was a concomitant increase in the demand 
for access to college (Arthur M. Cohen & Brawer, 1989, p. 5). The developing 
community colleges helped to provide educational opportunities to the increasing 
number of students seeking them (Brooks, 1917). 
Early in the twentieth century, community college students were quite similar to 
their university counterparts. Most were recent high school graduates, younger on 
average than those who would attend community colleges later in the century, and they 
generally “had well-defined goals of completing their preparation for the last two years 
of college work” (Roueche & Roueche, 1993, p. 33). The difference between them and 
their university peers was that the community college often attracted students who could 
not afford or did not meet the admission standards of a university (Witt et al., 1994, p. 
46). 
Community college student demographics began to change during the 1930s as 
“thousands of unemployed adults turned to the tax-supported, low-tuition public junior 
college as a way out of their plight” (Witt et al., 1994, p. 96). At the same time, the high 
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school graduation rate rose from 40% to over 50% and traditional age students’ interest 
in attending college rose. The demographics changed further after World War II, as 
more than two million students attended college under the GI Bill. The Bill 
opened college doors to a generation of highly motivated young people. Never 
again would higher education be the exclusive province of the wealthy. For the 
first time, the sons and daughters of farmers and laborers could afford to attend 
Harvard, Yale, or Stanford, and thousands of returning veterans did just that. 
Others chose a state university or liberal arts college. (Witt et al., 1994, p. 126) 
Many potential students returning from military service were the first in their 
families to attend college and “a large number had not finished high school or had 
forgotten basic skills during the war” (Witt et al., 1994, p. 129). Their local community 
college became the logical choice “for those veterans not academically prepared for a 
university, for those preferring career training, for those not wanting to sell their home 
and uproot their families to attend a distant university” (Witt et al., 1994, p. 126). 
Adoption of open door policies in the 1960s was “a fundamental reason for the 
increasing enrollment of diverse student groups in community colleges” (Bragg, 2001, 
p. 97), as were Civil rights and student aid legislation. Eventually community colleges 
accepted virtually any applicant 18 or older who appeared capable of benefiting, 
including increasing numbers of women,30 minorities, the poor and poorly educated, and 
high school dropouts. Part-time attendance also increased as, for example, more 
students attended college while working part- or full-time, and homemakers began to 
take a course or two a semester. Most attendees were high school graduates, but “a 1971 
study of two-year college catalogs showed that many did not even require a high school 
30 This includes non-traditional aged, older, women students who were often called reentry 
students. Some were returning to college after a long absence while others were attending for the first 
time. 
48 
diploma” (Witt et al., 1994, p. 186). In some cases, “the open door even extended to 
current high school students” (Witt et al., 1994, p. 186). 
By the 1980s, enrollments had diversified even further, as “students of lower 
academic ability swelled community college enrollments” (Arthur M. Cohen, 1985, p. 
2).31 Today, 
for an idea of who attends community college, go to any town or city that has a 
community college, stand on a street corner and watch people go by. Take away 
most people under 18, and most over 50, and the parade that passes will look 
much like students at a typical community college. (Vaughan, 2000, p. 13) 
Current two-year college students have diverse goals, motivation and abilities. 
They also vary significantly in terms of race, ethnicity, gender and economics (Roueche 
& Roueche, 1993). In 2000, approximately 10.4 million students attended community 
colleges, 5.4 million of them enrolled in credit courses and the rest in non-credit courses 
and workshops (American Association of Community Colleges, 1998). Forty-six 
percent of all African American students in higher education enroll at community 
colleges, as do 55% of Hispanic, 46% of Asian/Pacific, 55% of Native American and 
46% of first-time freshmen. Community college students have an average age of 29, are 
58% female and 37% white; 64% attend part-time and 36% full-time, taking 12 credit 
hours or more. One in four community college students has a bachelor’s degree or 
higher (Parker, 1998, October 27) and 61% are at least 21 years old (Vaughan, 2000). 
The average age of a community college student is predicted by some to rise 
during the early twenty-first century (Puyear, 1997). The number of 18-year-olds who 
attend will also continue to rise in “Tidal Wave II,” as Baby Boomers’ children come of 
31 In 1900, only 6.3% of young people in America graduated from high school (Brint & Karabel, 
1989), while 100 years later 85% did so (Ferguson, 2000). 
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age (Lui, 1997). The majority of Baby Boomers’ children will attend college, more than 
half a four-year college, but “many will be diverted to community colleges as they find 
they cannot be admitted to the restricted freshman classes at universities” (Arthur M. 
Cohen, 1995, § The People Within, 5 1). Also in the mix will be those who are even 
younger, as high school age students are encouraged to attend community colleges to 
take courses that are more challenging and to earn college credit while still in high 
school. Some, like the ETP students in this study, will be at-risk, but they will not be the 
first at-risk students the community college has known. 
At-Risk Community College Students 
“Cohen and Brawer (1996) observed that community colleges respond to open 
access by ‘accommodating the different types of students without turning anyone away’ 
(p. 256)” (Bragg, 2001, p. 100). Because of open admissions policies, many students 
arrive at the community college without the skills they need to succeed, and colleges 
have struggled to balance the academic integrity of their institutions with their mission 
of providing access and opportunity in an open door environment. 
Since the 1960s, the number of underprepared students community colleges 
have admitted has grown steadily and has resulted in an increased emphasis on 
remedial, commonly called developmental, education (Bragg, 2001). Colleges began to 
assess the academic preparation of incoming students and frequently discovered 
students needed basic-skills remediation (Morante, 1987). Eventually, mandatory 
placement testing became common, and ultimately most community colleges began to 
require students to take the developmental courses into which they placed prior to 
enrolling in more advanced courses. Currently, 41% of students enter community 
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colleges with needing to take at least one developmental course to prepare for college 
level work (Grimes & David, 1999).32 
In addition to the academically underprepared, other “nontraditional”33 students 
attend community colleges, including “older adults, minorities, and individuals of low 
socioeconomic status” (Jones & Watson, 1990, September, § Are High-Risk Students 
and Nontraditional Students the Same?, 5 1). Students such as these began to attend 
several decades ago, and today they comprise a significant proportion of community 
college enrollments. These students often have difficulty functioning in a world of 
higher education that was designed for a population with clear-cut goals, relatively 
homogeneous backgrounds, strong family support, a belief in their ability to succeed 
and high expectations for the future (Roueche & Roueche, 1993). Many non-traditional 
students are at-risk even at community colleges, where there has been a considerable 
effort to accommodate their needs. 
Roueche and Roueche (1993) suggest that at-risk community college students34 
possess some or all of the following characteristics. They: (1) are academically 
underprepared, (2) work 30 or more hours a week, (3) have little or no support from 
32 A community college developmental course is one that provides a review of material students 
theoretically should have learned at the high school level or lower. These courses lay the foundation of 
experience and basic skills an institution believes are necessary for students to be successful in college 
level courses. 
33 This is a term that “emerged during the late 1960s and early 1970s as a result of demographic 
and sociopolitical change” (Jones & Watson, 1990, September, § Are High-Risk Students and 
Nontraditional Students the Same?, 5 1). Being a nontraditional student does not automatically place the 
student at-risk; neither does being a traditional student keep a student from being at-risk. 
34 The term at-risk community college student is used intentionally. Because of their differences, 
at-risk community college students are a distinct group from at-risk students at either high schools or 
four-year colleges. While some risk factors are undoubtedly similar among all of these at-risk groups, 
there are important differences between them, also. At-risk community college students, for example, 
would not even meet the entrance requirements for most four-year institutions. 
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family members, (4) are first generation college attendees, (5) have an expectation of 
failure, and (6) have had little academic success prior to attending college. When at-risk 
students started to attend community colleges, the colleges recognized that these 
students had needs different from those of traditional college students and began to 
develop programs and services to meet those needs. Institutions’ efforts have included 
tutoring and counseling services in addition to remedial courses and programs. Over 
time, such services have become common, and community colleges have become 
practiced at working with their at-risk populations. In light of the recent trends in 
student demographics, community colleges may now be asked to accommodate the at- 
risk high school student, a new type of at-risk student for them, and serving their needs 
will create new challenges for these colleges. Community colleges are meeting these 
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challenges in a number of ways. 
At-Risk High School Students 
When community colleges adopted open door policies, some extended them to 
high school students. In 1959, for example, Fresno City College successfully permitted 
high school students to enroll in college courses, and “during the 1960s similar 
advanced placement programs became commonplace, opening the college doors to 
exceptionally talented high school students to attend community colleges” (Witt et al., 
1994, p. 187). Since then, the number of high school students attending community 
colleges has increased markedly (Marshall & Andrews, 2002), and while most have 
been high achievers, some, particularly more recently, have been at-risk. 
The characteristics that place a high school student at-risk are not necessarily the 
same as those that define the at-risk community college student, and the strategies that 
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assist community colleges in meeting the needs of their own at-risk students may not be 
effective with an at-risk high school population. An at-risk high school student is one 
“who is likely to fail at school” (Kaufman, 1992, p.2), someone who is an actual or 
potential high school dropout. The U.S. Department of Education estimates that nearly 
58% of high school students have at least one factor that places them at risk (Ferguson, 
2000), and by some estimates, “approximately one-fourth of ninth-grade students in the 
United States drop out before graduating from high school” (Alspaugh, 1998, 
January/February). There are a variety of factors that place a student at-risk, and the 
ETP students whose program is the subject of this case study are likely to possess one 
or more such characteristics. None of these factors guarantees that a student will fail at 
school, but having one or more increases the likelihood that the student will do so. Most 
factors can be grouped into one of four broad, overlapping categories: (1) demographic 
factors, (2) family and personal factors, (3) academic history and school-related factors, 
and (4) factors related to attitude and behavior. Student characteristics associated with 
each at-risk category are described in the following. 
Demographic Characteristics 
A variety of demographic characteristics are linked to a high incidence of school 
failure, including a student’s sex, race, ethnic background and socioeconomic status. In 
particular, being male increases the likelihood of a student’s being at-risk as does being 
black, Hispanic, or Native American (Kaufman, 1992). Students from low 
socioeconomic status (SES) homes are “more likely to experience school failure than 
those from high SES families” regardless of whether SES is measured “by parents’ 
occupation, educational attainment or family income, or by a more complex index” 
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(Kaufman, 1992, p. 5). Demographic characteristics, particularly socioeconomic status, 
are generally considered among the strongest predictors of school failure (Donnelly, 
1987). 
Family and Personal Characteristics 
“It has been known for a long time that the characteristics of a student’s family 
can have a profound impact on the student’s educational attainment” (Kaufman, 1992, 
p. 15). Students from single-parent families and those who have changed schools 
frequently are at a high risk of dropping out (Kaufman, 1992) as are those who have a 
sibling who has dropped out of school. Another key factor is parental involvement. 
Students who come from homes with low parental involvement in school activities, 
those whose parents do not talk to them about school-related matters, and those whose 
parents do not have high educational expectations for them are likely to be at-risk for 
failure (Kaufman, 1992). Family and personal characteristics are often related to low 
socioeconomic factors (Ferguson, 2000; Kaufman, 1992). 
Academic History and School-Related Characteristics 
In school, at-risk students are often underachievers; their performance does not 
match their ability to perform (Kaufman, 1992). Such students, for example, tend to 
score lower on achievement tests and earn lower grade point averages than do students 
with similar levels of ability (Gaustad, 1991; Kaufman, 1992). Students who have been 
retained in a grade are at higher risk for school failure (Gaustad, 1991; Kaufman, 1992) 
as are students with emotional disturbances and students who are handicapped. Students 
with learning disabilities, particularly “those who were identified as ... [learning 
disabled] later in their school careers or who had received fewer special services were 
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more likely to fail than those who were identified earlier or who received more special 
services” (Kaufman, 1992, p. 23). At-risk students are also more apt to be in general or 
vocational tracks than in college preparatory (Kaufman, 1992). In addition, students 
who attend schools that have large minority populations, or that have “a high incidence 
of school problems” (Kaufman, 1992, p. 49) are more likely to be at-risk, as are 
students in large, urban school districts (Schwartz, 1995). 
Teachers often recognize which of their students are at risk based on such 
factors as students’ classroom behavior, home environment and standardized test scores 
(Kaufman, 1992). While recognizing that students are at-risk of failure can mean that a 
teacher can provide support services to help them succeed, a less positive aspect of 
teacher perceptiveness is that 
past perceptions of student behaviors and achievement can lead to current 
expectations of student behavior or achievement. These expectations can then be 
communicated to the student through the teacher’s interactions with the student, 
resulting in student behavior and achievement that may eventually conform with 
these teacher expectations—the familiar “self-fulfilling prophesy.” (Kaufman, 
1992, p. 39) 
The realization that a teacher does not have high expectations for them can complicate 
the already difficult time at-risk students commonly have in school. 
Attitudes and Behavior 
Closely connected to school-related factors are the attitudinal and behavioral 
factors that place students at-risk of school failure. In general, “school failure typically 
does not happen in a single day or year, but is a culmination of a gradual process of 
school disengagement over time” (Kaufman, 1992, p. 37). At-risk students tend to 
exhibit low levels of participation in school-related activities. They have poor 
attendance, cut class, are disruptive in class, are frequently tardy, often come to class 
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unprepared and generally show a distinct lack of interest in school (Donnelly, 1987; 
Gaustad, 1991; Kaufman, 1992). At-risk students are also less likely to have positive 
feelings about their popularity, academic and athletic ability, and many have a difficult 
time “building and maintaining positive relationships with their peers” (McWhirter & 
McWhirter, 1994, February, § Communication With Others, 5 2). They are also unlikely 
to enjoy working in school and are often dissatisfied with their educational progress 
(Kaufman, 1992). 
Helping Potential Drop Outs 
Many at-risk high school students may have the ability to succeed academically 
in spite of their poor performance (Fincher-Ford, 1997). Successful programs for at-risk 
students 
often separate at-risk students from other students, they relate work to education, 
are small, have low student-to-teacher ratios, and provide counseling and 
supportive services. Most programs emphasize flexibility, tailoring curriculum 
to the learning needs of the individual students. They are often innovative, 
providing alternatives to traditional promotion policies, structuring curriculum 
in nontraditional ways, offering early childhood education programs, and 
including vocational education in alternative settings. (Donnelly, 1987, § What 
Kinds of Programs are Effective in Helping At-Risk Students?, 5 1) 
Some of these may be reasons why community colleges are viewed as 
appropriate educational options for at-risk high school students. The less restrictive 
environment of the community college could be a better fit for some at-risk students 
than “the formulaic teaching or the regimented pace of high-school life” (Lords, 2000), 
as could the structure and variety in the community college curriculum. In addition, at- 
risk high school students share several characteristics with their community college 
counterparts. Both groups, for example, tend to have little or no support at home, have 
an expectation of failure and have had little academic success before attending college. 
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Community colleges have the experience of working with their own at-risk population 
and have a history of accommodating students’ needs, so it is natural to look to them to 
work with a new population that has characteristics similar to their own students. 
At the same time that community colleges are being looked to as an educational 
alternative for at-risk high school students, opportunities have increased for other high 
school students to attend these colleges. The widespread presence of high school 
students, at-risk or not, in community college classes and the creation of college courses 
and programs for them are relatively new phenomena that seem to be gaining in 
popularity. 
Academic Programs for High School Students 
Background 
One current description of the community college is that it “acts as the 
neighborhood school of American higher education extending the reach of local school 
districts and connecting them to state university systems” (Palmer, 2000, p. 93). This 
suggests some level of cooperation should occur between institutions to “create a 
continuum of learning from high school to college” (Fincher-Ford, 1997, p. xiii). Since 
many community colleges developed directly from high schools, there is a long history 
of association between these institutions. In many states, high schools and community 
colleges were even at one time closely coordinated in a single system, but now “only six 
states continue to place primary authority for governance or coordination of their 
community colleges with the state board of education” (Boswell, 2000b, p. 3).35 In spite 
35 Twenty-nine states position their community colleges with their four-year colleges and 
universities, while sixteen states have created independent state community college governing systems. 
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of their common roots, their current structural separation has made it more difficult for 
high schools and colleges to easily work together. They are sometimes even compelled 
to resist doing so as they are forced to compete for students and funding (Blair, 1999, 
April 14; Boswell, 2000b). This becomes an especially critical issue when community 
colleges develop programs that threaten to take high school students, and potentially 
their funding, out of their home schools and into the college. 
Community colleges develop a variety of programs that provide academic 
opportunities to high school students. Some are in collaboration with high schools, 
others are independent programs run by the community college. They include 
“programs for at-risk students, college courses for high school students, and programs 
of accelerated study for gifted students” (Pitsch, 1991, September 11, § Four Islands of 
Partnerships, 5 1). Two types of programs that are particularly important to the current 
study are the middle college high school and dual enrollment. 
Middle College High School 
One of the first programs for at-risk high school students that involved 
community colleges was the middle college high school. Begun in 1974, La Guardia 
Middle College High School, was the first public high school-college collaboration in 
the country (Lieberman, 1998). It was created specifically for at-risk, “disenfranchised” 
(Cullen & Moed, 1988, p. 37) students, and tested the hypothesis that “a supportive 
collaborative relationship between a college and a high school could reduce the attrition 
rate of students considered to be potential dropouts” (Cullen & Moed, 1988, p. 37). It 
was begun as a response to New York City’s high school dropout problem, at a time 
when the dropout rate was estimated to be as high as 90% at “unselective” schools 
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serving the poor (Cullen & Moed, 1988, p. 37). Middle College was designed to provide 
an alternative to the traditional school setting where “students sit in rows, listen to 
teachers, and copy information into notebooks” (Cullen & Moed, 1988, p. 37). Its 
creators believed high school students in the program would benefit from smaller 
classes, more freedom and access to the college, as well as from the “emotional and 
developmental support” (Greenberg, 1988, p. 75) the program would provide. 
In planning the program, the staff at La Guardia Community College spent two 
years “studying the school-college connections existing nationally” (Lieberman, 1998, 
p. 14). Intensive collaboration occurred between secondary and higher education 
officials from borough to state levels during the program’s development, resulting in “a 
holistic model designed after we looked at the problems of the student in a regular 
school and developed an institution that would” (Lieberman, 1998, p. 15) address them. 
Through their research, they found: 
The highest proportion of drop-outs in urban schools occurs in the ninth and 
tenth grades. 
Dropping out is not a function of students’ inability to master the academic 
content but a function of school structural anomalies: anonymity, bureaucracy, 
and irrelevancy. A better solution would be a student-centered program. 
Developmental psychology principles suggested that a fifteen-year-old has more 
in common with an eighteen-year-old than with a twelve-year-old. 
That reality-based observation argued for a high school-college collaborative as 
a way of advancing the seamless web of schooling. 
Successful models in private educational settings proved the feasibility of 
combining high school and the initial years of college education. (Lieberman, 
1998, p. 14) 
Middle College was established with funding from the Carnegie Corporation 
and the Fund for the Improvement of Postsecondary Education (FIPSE) (Cullen & 
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Moed, 1988). Aside from this start-up funding, the program had “the same overall 
budgetary allocation as other New York City high schools” (Cullen & Moed, 1988). 
Planners recognized the importance of designing a program that could be maintained at 
available funding levels, since “any model that depends on soft money is doomed, 
because soft money usually disappears after three years, and administrators cannot plan 
long term without assurance of continued funding” (Cullen & Moed, 1988). 
When Middle College opened, it was essentially a small high school imbedded 
in a college campus. Its goal was to “help potential dropouts succeed at high school and 
go on to higher education or advanced training” (Cunningham & Wagonlander, 2000, p. 
41). Students 
accepted to La Guardia’s Middle College High School usually have a high rate 
of truancy, multiple academic failures or come from troubled homes. But the 
school’s students intermingle with college students in the library, computer labs 
and the student union. The college students provide a more mature, 
educationally focused peer group for the at-risk students,... and expose high 
schoolers to a positive alternative culture. Most of the high schoolers rise to the 
occasion. (Williams, 2000, April, § Middle college boom, 5 8) 
Today, Middle College enrolls five hundred “urban disadvantaged 
underachievers” (Lieberman, 1998, p. 15). It has its own classrooms, curriculum, 
teachers and administration, and its schedule is like that of a college rather than a high 
school. In line with the original vision, there is more freedom at Middle College than in 
a typical high school; according to Cecelia Cunningham, the school’s principal, “‘There 
are no bells, no asking for permission.... We are removing the trappings of authority’” 
(Smith & Wright, 1999) for these students. 
Middle College students can take the college-level courses offered by La 
Guardia Community College and approximately 20% of them do enroll in one or more 
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community college courses (Lords, 2000).36 They use college facilities and interact 
regularly with college students. They see, hear and feel what it might be like to be 
college students themselves, and perhaps for the first time, they begin to see college as a 
possibility. 
It has been nearly 30 years since Middle College was established, and it is 
generally regarded as a success. In recent years, 94% of its students graduate from high 
school (Lords, 2000) and 80% go on to college (Williams, 2000). According to school 
officials, “the collaboration benefits both the high school and the college in a myriad of 
ways”: 
It increases the pool of students going to college. 
It enables college faculty to influence high school curriculum and content 
mastery. 
It allows faculty at both sites to share a realistic knowledge of expectations and 
achievement levels of incoming students. 
It allows high school students to take college courses, reducing the total time 
they spend in school and increasing motivation. 
It gives the college an enhanced reputation in the community as an institution 
serving the public. This results in greater enrollment for continuing education 
programs and more freshmen coming to La Guardia. 
It allows both the high school and the college to apply for a broader range of 
federal and state grants. (Lieberman, 1998, p. 15). 
The middle college high school concept “blossomed in the 1990s—so much that 
the 1998 Perkins Act37 specifically authorizes funding for model middle college 
In many cases, students earn both high school and college credit for the college courses they 
successfully complete (Smith & Wright, 1999). College students are also permitted to take Middle 
College courses. In addition, faculty from each school have the opportunity to teach courses at the other. 
37 The Perkins Act is federal, but funds are distributed through the states. 
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programs” (Williams, 2000). An association, the Middle College High School 
Consortium, was founded in 1994 and members “say their programs record much lower 
student dropout rates than neighboring public high schools and help at-risk students 
finish high school and attend college” (Williams, 2000).38 These programs “admit 
students who have been identified by their counselors and teachers as at-risk students 
with the potential for eventual college studies” (Cunningham & Wagonlander, 2000, p. 
41). Consortium members cite a number of similar student outcomes of middle college 
alliances: 
Improved school attendance 
Improved grade point averages 
Significantly higher graduation rates 
Lower annual dropout rates 
Higher numbers of graduates going on to higher education 
Increased job placement rates (Cunningham & Wagonlander, 2000, pp. 41-42) 
Dual Enrollment 
In the years since La Guardia Middle College High School was established, the 
middle college high school movement has remained relatively small. While middle 
colleges have a significant effect on the students they serve, they serve relatively few 
students nationwide. Another type of program that gained momentum in the 1980s is 
much more widespread today and has affected significantly more high school students 
(Fincher-Ford, 1997): 
38 Fenway Middle College High School operates in Massachusetts, on the campus of Bunker 
Hill Community College (Assar, 1991), and another, Lowell Middlesex Academy Charter School, is 
associated with Middlesex Community College (Massachusetts Department of Education, 2002b). 
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The terms concurrent enrollment, dual credit, dual enrollment, postsecondary 
enrollment, and coenrollment are used interchangeably to describe a rising trend 
in academic programming at community colleges.... Although some institutions 
make minor distinctions between these terms, there are no universally consistent 
definitions. (Robertson et al., 2001, p. 1) 
Dual enrollment programs permit high school students to enroll in college 
courses while concurrently enrolled at their regular high school (Greenberg, 1988). One 
of the earliest programs of this type began in 1978 when Jamestown Community 
College in Jamestown, New York, became “the first institution to launch the practice of 
having high school students enroll in college courses for the purpose of receiving dual 
college and high school credit” (Puyear, Thor, & Mills, 2001, p. 34). It provided high 
achieving high school students with the opportunity to enroll in college courses during 
the summer between their junior and senior years (Puyear et al., 2001). 
In spite of their early start, programs of this sort were rare until relatively 
recently, but since the mid-1980s, the number and variety of dual enrollment programs 
have increased significantly. Minnesota was in the forefront of the current movement to 
provide dual enrollment opportunities to high school students. In 1985, it became the 
first state to pass comprehensive legislation to establish a statewide dual enrollment 
program (McCarthy, 1999). The legislation was “designed to stimulate the brightest 
high school students by allowing them to attend community colleges, state universities, 
the University of Minnesota, and other higher education institutions in Minnesota” (H. 
A. Andrews & Marshall, 1991). This landmark program is called the Postsecondary 
Enrollment Options Program, and it permits high school students to enroll in college 
courses and receive both college and high school credits for the courses they 
successfully complete. During its first year, approximately 3500 students enrolled in the 
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program (H. A. Andrews, 2000a), and more recently, it reached more than 8,000 high 
school juniors and seniors annually (Blair, 1999). Since its start, the program’s 
emphasis has broadened, and now both “those who are star students and those who are 
falling through the cracks” (Blair, 1999, April 14, § ‘Ready to Perform,’ 5 5) are 
eligible to enroll. 
Before Minnesota’s comprehensive program developed, only a few states 
experimented with dual enrollment programs on even a local or regional level. Several 
factors influenced the change. Widespread criticism of the American educational 
system spearheaded in the 1980s by A Nation at Risk (Fincher-Ford, 1997)39 combined 
with demands that educational institutions provide more opportunities for students who 
had exhausted high school course offerings, to encourage the development of current 
dual enrollment opportunities (Catron, 1998). In addition, the perceived cost 
effectiveness of permitting students to save time and money by combining high school 
and college held appeal for students, families and legislators alike (Blair, 1999; 
Gehring, 2001; Reisberg, 1998). The result is that dual enrollment programs have not 
only been permitted, they have been encouraged. 
Currently, there is some form of dual enrollment high school-college 
collaboration in at least 38 states, and at least 22 states have established programs 
through legislation (McCarthy, 1999). Program details vary from state to state. In some 
states’ dual enrollment programs, college faculty go to high schools to teach college 
39 The report of the US Department of Education's National Commission on Excellence in 
Education published the report (National Commission on Excellence in Education, 1983). It raised 
concerns about the condition of American elementary and secondary education that eventually spread to 
U.S. colleges and universities (Fincher-Ford, 1997). 
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courses, while in others, high school students travel to college campuses to take courses 
(Greenberg, 1988, p. 75). In some programs, high school teachers teach college classes 
for high school students on college campuses, while in others qualified (through a 
certification process) high school faculty teach college-credit courses at their high 
school.40 Most states limit dual enrollment to situations where there is no comparable 
course taught at their high school. 
Dual enrollment programs benefit participants in a variety of ways. They can 
“provide a challenging environment for academically gifted students or underachievers 
who feel constrained by high school’s often-rigid structure” (Blair, 1999). For some 
students, particularly capable students with mediocre high school records whose 
“enthusiasm may simply have fizzled” (Lords, 2000) because of high school’s poor fit, 
the dual enrollment opportunity may provide motivation for furthering their education. 
Dual enrollment programs can provide gifted students with more challenging work 
(Clayton, 1999) or provide at-risk students with the opportunity to try college (Lords, 
2000). Massachusetts has established dual enrollment programs for both high-achieving 
and at-risk students. 
Dual Enrollment in Massachusetts 
Massachusetts’ first Dual Enrollment Program was established by the Education 
Reform Act of 1993. To be eligible, students must be in their junior or senior year of 
high school, have a GPA of 3.0 or higher, be a Massachusetts resident, and 
40 This is the fastest-growing type of dual enrollment program (Gehring, 2001). A national 
organization, the National Alliance of Concurrent Enrollment Partnerships (NACEP), has recently 
developed to support institutions that operate this type of program (National Alliance of Concurrent 
Enrollment Partnerships, n.d.). 
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“demonstrate the ability to benefit from college-level course work ... [to] their high 
school principals, teachers or guidance counselors” (Massachusetts Department of 
Education, n.d., § Eligibility, 5 1). The Massachusetts Board of Higher Education 
established a special payment structure for dual enrollment students in which the 
Commonwealth pays tuition but students are “responsible for their own transportation, 
textbooks and instructional materials” (Massachusetts Department of Education, n.d., § 
Funding, 5 l).41 Students are accepted on a first-come, first-served basis, and if funds 
are not available for all eligible students who apply, the student’s high school “may, but 
is not required to, pay the cost of the dual enrollment” (Massachusetts Department of 
Education, n.d., § Funding, 5 3), or students’ families can pay the tuition and fees. 
‘The Dual Enrollment Program is not an alternative to high school and does not 
supplant regular or advanced placement courses offered at the high school” 
(Massachusetts Department of Education, n.d., § Programs, Courses and Grades, 3 2). 
The program permits students to enroll in college level courses that are not available at 
their high schools42 and awards dual credit for the courses students successfully pass. 
The courses students can take through dual enrollment are decided locally, and grades 
in dual enrollment courses are included in students’ high school transcripts.43 
41 Funding is dependent upon annual appropriation, and if the legislature does not support the 
appropriation, the program may not be funded. 
42 Technically, developmental courses are excluded, but in reality, they are sometimes taken by 
dual enrollment students. 
43 Excluded courses include continuing education courses that begin at or after six in the 
evening, summer and intersession courses, and courses offered using distance-technology (Massachusetts 
Department of Education, n.d.). Also, “college-level course work may be treated at the honors level, i.e., 
a grade of B earned at the college level may be reflected as an A on the high school transcript” 
(Massachusetts Department of Education, n.d., § Programs, Courses and Grades, 3 3). 
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In 2000, Massachusetts established a second program, the Dual Enrollment 
Program for Students in Alternative Educational Programs, commonly called 
Alternative Dual Enrollment. To qualify for the Alternative Dual Enrollment program, 
students must have either a 3.0 GPA or be “deemed eligible by the college” (Salus, 
1999), and they must have the “potential to perform college work” (Salus, 1999). The 
Alternative Dual Enrollment program’s structure is the same as that of the original Dual 
Enrollment Program, and the only difference in their funding is that the Alternative 
Dual Enrollment program provides students with a textbook allowance. The 
Educational Transitions Program inspired the Alternative Dual Enrollment Program and 
the programs share several similar elements. 
The Educational Transitions Program 
The Educational Transitions Program (ETP) began in 1995 as a pilot program 
for at-risk high school students. The ETP has generally enrolled between 15 and 35 
students a year who primarily come from one of the seven high schools in GCC’s 
service area. The ETP was influenced by the original Massachusetts Dual Enrollment 
Program, but its admission criteria were intentionally broadened to open enrollment to a 
specific group of students who were not eligible for Dual Enrollment. It is one of the 
few ongoing collaborations between GCC and local high schools, but one of many 
examples of GCC’s efforts to meet the education needs of the communities it serves. 
In some ways, the Educational Transitions Program is similar to a dual 
enrollment program, in some ways to a middle college high school, and in some ways, it 
is different from either. Like a middle college high school, ETP students are supported 
by staff assigned specifically to them and students are on the GCC campus full-time as 
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an alternative to attending their regular high school. They have the opportunity, as do 
middle college high school and dual enrollment students, to interact with community 
college students, and they experience more freedom than they would in high school. 
Similar to dual enrollment, ETP students attend regular college classes, integrated with 
and often indistinguishable from other GCC students in the class, but unlike dual 
enrollment, ETP students take all their courses at GCC, not just those their high schools 
do not offer. ETP students are at-risk of dropping out, similar to both middle college 
high school and alternative dual enrollment students, but they are not always at-risk for 
the same reasons. The ETP costs more, and more resources have been devoted to it than 
to dual enrollment, but far less has been invested in it than would be needed to support a 
middle college high school at GCC. 
What differentiates the ETP from either middle college high school or dual 
enrollment is the extent to which its students are integrated into college life at GCC. 
There is not a separate school or physical space and there are not separate courses or 
instructors for ETP students. Dual enrollment students are still connected to their high 
schools in a number of ways, and middle college high school students are still high 
school students taking primarily high school classes, albeit surrounded by a college and 
with a college-like structure to their schedules. For ETP students, there are no 
mandatory attendance policies, no “gym” classes, no reminders to do homework—and 
no calls to parents if it is not done, no parent-teacher conferences, no principal’s office 
and no set schedules: ETP students attend GCC only when they have classes, and 
faculty know there are ETP students in their courses only because they receive a letter 
that introduces these students and describes the program. 
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The ETP has operated for more than eight years, but in spite of efforts to 
expand, enrollment is still limited primarily to students from the high school that 
collaborated with GCC to develop the program. The ETP describes itself as a dropout 
prevention program for at-risk high school students, but in reality, that is too broad a 
definition. Looking closely at the ETP reveals a truly customized program. Its structure 
and function are both defined by and appropriate to a narrowly defined group. The 
program’s successes and challenges have in turn affected the definition of that group 
and the evolution of the program. The next chapter investigates the Educational 
Transition Program by tracing its history, describing its current state and outlining its 
purpose and goals. 
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CHAPTER 3 
INTRODUCING THE EDUCATIONAL TRANSITIONS PROGRAM 
Introduction 
Chapter 3 describes the Educational Transitions Program using information 
obtained from documents and interviews. The chapter examines the ETP’s origins, 
outlines the original goals of the program, describes the forces that have influenced its 
development, and looks at the ETP as it currently exists. It also describes the goals the 
college and participating high schools currently have for the program as well as 
challenges participating high schools have faced by virtue of their participation. The 
chapter concludes with a description of the students who participate in the ETP. 
History of the Educational Transitions Program 
Creation of the ETP 
When Massachusetts introduced its initial Dual Enrollment Program in 1993, 
Andrew Miller at Amherst Regional High School thought of several students who could 
benefit from the program but who did not meet its eligibility criteria. According to 
Miller, they were “students who had the ... academic ability, and who wanted a diploma 
or... to continue their education, but... were having trouble in a traditional high 
school.” Many did not have the 3.0 GPA the Dual Enrollment Program required, some 
were close to dropping out and some had already become high school dropouts. Miller 
was frustrated that the new program would not provide these students with an 
alternative to remaining at the high school or dropping out. He discussed his frustration 
with several colleagues at ARHS and discovered there were other staff members who 
felt the same, one of whom was Evelyn Goldsboro. A short time after their talk, 
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Goldsboro attended a conference also attended by Bea Costello, from Greenfield 
Community College. Their meeting led to a discussion of the shortcomings of Dual 
Enrollment, which in turn led to a meeting between Goldsboro, Costello and Miller. 
Ultimately, they created a proposal for a special program that would meet the 
educational needs of certain students who did not qualify for Dual Enrollment. They 
obtained approval from their schools and presented their proposal to the state Dual 
Enrollment office. 
Goldsboro, Costello and Miller’s plan was to pilot a collaborative high school- 
community college program for a small group of students who could benefit from an 
alternative to traditional high school but who did not qualify for the Dual Enrollment 
program. They proposed that the Dual Enrollment program approve and provide 
financial support for the pilot. The Dual Enrollment office agreed to support the pilot 
program, waived the GPA requirement for the pilot’s participants and agreed to fund the 
program for a one-year trial period. At the end of the pilot period, they would examine 
“the benefits of this program” (Costello, personal communication, June 12, 1996) to 
determine its potential as “a model to be used across the state” for a program for a 
group of students not eligible for Dual Enrollment. The pilot’s three creators developed 
admission guidelines, established the program structure and recruited students. They 
called the pilot the Educational Transitions Program. 
The Original Program 
The original Educational Transitions Program was a collaboration between 
Greenfield Community College and Amherst Regional High School. The initial 
admission requirements were that students: (a) “be at high risk for not completing their 
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high school graduation requirements” (Costello, personal communication, June 12, 
1996), (b) have the potential to do well academically, even if they were not currently 
doing so, and (c) be in the eleventh or twelfth grade at the high school. High school 
staff recruited potential students, each of whom submitted an application and was 
interviewed by GCC and high school staff. The first year, admission criteria were 
simple and straightforward, and the program admitted most of the applicants.44 
Similar to Dual Enrollment, students accepted for the ETP had to “pass” GCC’s 
placement tests to demonstrate their readiness to do college-level work. ETP applicants 
who did not meet this criterion had the option of taking developmental courses at GCC, 
generally at their family’s expense. They were referred to as pre-ETP students, and 
while the program staff worked with them as if they were in the program, they could not 
officially enroll in the ETP until they completed the developmental course work and 
were ready for college-level courses. 
The fact that this was a pilot program and the students were minors meant that 
providing appropriate support and oversight were especially important considerations. 
ETP students were technically still high school students, and completing high school 
rather than earning a college degree was their primary goal. They attended GCC as non- 
matriculated students, and their high school maintained primary responsibility for them. 
They had a high school advisor in addition to an ETP advisor provided by the college. 
ETP students had to fulfill all their standard high school graduation requirements,45 but 
44 One of them was the son of Evelyn Goldsboro. 
45 For example, students have to fulfill high school physical education requirements even though 
GCC has no gym classes. They do so by taking courses in Dance, Leisure Education or a similar area. 
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they did so by taking GCC courses that were acceptable to the high school. Students 
signed “Individual Learning Agreements,” created in collaboration with their high 
school advisor, explaining that, while students would have a high level of 
independence, the program would be responsible for ensuring that their “educational 
and other related needs” were met (Educational Transitions Program, 1995). 
Agreements outlined activities all students would participate in as well as individualized 
requirements tailored to help meet each student’s specific needs. In addition to the 
student, a parent or guardian, ARHS staff and GCC staff signed the Agreements. 
The Dual Enrollment Program paid participants’ tuition and fees,46 and similar 
to Dual Enrollment students, ETP students earned both high school and college credit 
for courses they successfully completed. The college charged a program fee of $500 per 
student per semester, which was paid by students’ high schools or families.47 This fee 
paid for “additional services and program components provided exclusively to 
participants in the program” (Costello, personal communication, June 12, 1996). 
Services included: (a) weekly appointments with their academic advisor at GCC, (b) bi¬ 
weekly support group meetings facilitated jointly by their two advisors, (c) a peer 
mentoring program designed for ETP students, (d) individualized Learning Contracts, 
and (e) extensive tutoring (Educational Transitions Program, 1998b). The program also 
offered participants the opportunity for: (a) career counseling and exploration, (b) 
46 The Commonwealth set the college reimbursement rate for students who participated in Dual 
Enrollment at $70 per credit for tuition and fees, slightly lower overall than the per credit amount other 
students paid. 
47 While a 1996 ETP document (personal communication, June 12, 1996) stated that parents 
were assessed the $500 fee, Bea Costello asserts that families did not pay any of the tuition or regular 
college fees when the program was established (personal communication, March 11, 2004). Parents did 
pay for books and additional program or activity costs, such as field trips, music lessons and art supplies. 
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community internships, (c) experiential learning, and (d) developing a 
global/international perspective (Educational Transitions Program, 1998b). 
The 12 students enrolled in the pilot program began attending GCC in the fall of 
1995 (Educational Transitions Program, 1997a). Andrew Miller oversaw the program 
for the high school, while Bea Costello coordinated it at the college. Most students 
enrolled in four courses a semester at GCC, when they might have taken seven or eight 
yearlong classes at the high school. They attended GCC exclusively, and the only 
contact they normally had with the high school was at their biweekly meetings with 
Miller and Costello. Since the high school provided transportation to GCC and back 
only once a day, it would have been difficult for ETP students to maintain close ties to 
the high school or to participate in extracurricular activities there. This made the 
additional support services provided by GCC particularly important; students had little 
or no access to services at ARHS. The Dual Enrollment program paid the $70 per credit 
for tuition and fees, and since students generally took 12 credits per semester, this 
totaled $10,080 per semester.48 The high school paid the $6,000 in program fees, so the 
total cost was $16,080 per semester for 12 students, or $1,340 per semester per student. 
The school district operates its own bus service, and with a change in routing that did 
not require additional trips, students were bused to GCC rather than to ARHS, which 
the high school did not consider a program cost. 
Of the 12 students who participated in the pilot ETP, five earned their high 
school diplomas that year, and seven returned to GCC the following fall. One of the five 
who graduated from high school returned to GCC in the fall as a matriculated college 
48 Dual Enrollment’s $70 per credit for the 12 students, each of whom took 12 credits. 
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student (Costello, 1996). The second year, 10 new students entered the program, so 
there were 17 ARHS students enrolled at GCC through the ETP that year (Educational 
Transitions Program, 1997c). 
By 1997, GCC and ARHS had a firmly established ETP relationship. In the fall 
of that year, the program’s third, 17 ARHS students either began or returned to GCC as 
ETP participants. They were “a very diverse group ethnically and skill wise” 
(Educational Transitions Program, 1997c). During the next academic year, the ETP 
expanded to other area high schools. 
Development of the ETP 
In June of 1997, the Hampshire Gazette (Gazette) published an article on the 
ETP, citing its success and saying “the program challenges frustrated students to 
persevere in getting their diplomas” (Wilson, 1997). Because of this article, several area 
high schools contacted GCC, interested in discussing the possibility of developing an 
ETP relationship with the college. The schools included “smith vocational in 
northampton (sic), pathfinder (a private school) in amherst (sic), and greenfield high 
(sic)” (Educational Transitions Program, 1997c). 
Expansion to Northampton High School 
Even before the Gazette article appeared, GCC had attempted to establish an 
ETP relationship with Northampton High School (NHS). The high school expressed 
interest in participating, but had not made a commitment to doing so. The Gazette 
article seemed to provide the final impetus NHS needed to make that commitment, but 
other factors also influenced their decision. One important factor, NHS staff member 
Nick Reynolds admits, was that “Amherst High and Northampton High can be ... 
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somewhat rival high schools,” and when NHS staff read in the Gazette article about 
what ARHS was doing, Reynolds says, they thought: “Hey, if Amherst can do it, why 
can’t we?” 
Reynolds believes another influential factor in their decision to participate, an 
underlying motivation to do so, was their recognition that what they were doing was in 
the best interest of students rather than what would protect their enrollment numbers: 
“Nobody worried about losing kids,... about the ramifications of that. We just went 
right for the kid,... and so that was cool.” 
A third factor that influenced the NHS decision to participate in the ETP was, as 
Reynolds describes it, NHS’s perception that “[Miller) and [Costello]... had uncovered 
this ability to get the state, basically, to fund them as,... I would have called it in 
business, a sole-source contract.” NHS wanted their students to have access to this 
program and funding, too. The fourth and perhaps most influential factor in their 
decision to participate was receiving a $10,000 grant from the National Education 
Association (NEA) that covered the majority of program costs to get them started in the 
ETP, including the program fees ($2,500 per semester) and transportation ($5,040). 
Costello and Miller assisted NHS in establishing their ETP. To help NHS 
understand how the program functioned and to aid them in selecting students who 
would be suitable to it, Costello and Miller provided them with the ETP program 
guidelines they had developed as well as several student evaluations of the program. 
The first semester NHS participated in the ETP was spring of 1998. Bea Costello 
described this first, and in retrospect best, ETP semester for NHS: 
We accepted five students into the program and four placed into college level 
courses. The program was modeled after the one we established with Amherst 
76 
high school (sic), with me serving as the academic and program advisor to the 
students. I maintained contact with Northampton High School staff, and we met 
monthly to review both the students and the program’s progress. 
Three students successfully completed the semester; the fourth needed a medical 
withdrawal. The fifth student whom we accepted into the program but who 
placed into developmental courses, did complete those successfully, and will be 
joining the program in the fall. (Educational Transitions Program, 1998b) 
The plan was for NHS “to maintain five students in the program” (Educational 
Transitions Program, 1998b) for the fall of 1998 and to have “new students come into 
the program in the spring of 1999 or fall of 1999” (Educational Transitions Program, 
1998b). The groundwork for the ETP with NHS was laid and expansion attempts to 
other schools soon followed. 
Further Attempts at Expansion 
With the exception of Northampton High School, after their initial show of 
interest none of the schools that contacted Costello after the Gazette article followed 
through to begin an ETP at that time. In 1998, Costello contacted two other high 
schools, Mahar Regional High School in Orange and Hampshire Regional High School 
in Easthampton, to discuss the possibility of creating ETP programs with them. She was 
especially optimistic about the potential for establishing a program with Mahar, but in 
the end, it did not happen.49 
Pioneer Valley Regional School (PVRHS) in Northfield briefly participated in 
the program, sending one student. The student was successful the first year, but failed a 
course during the second year, putting his high school graduation in jeopardy. By 
49 As would be the case for many schools, distance and cost seemed to be major barriers to 
participation. 
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leaving the ETP and returning to the high school, he was able to graduate on time. 
Pioneer has never sent another student to the ETP.50 
Greenfield High School (GHS), located in the town of Greenfield and just a few 
miles from GCC, is the only other high school that has established an ETP relationship 
with the college. GHS was one of the schools that contacted GCC to discuss the ETP 
after the Gazette article appeared, but it took another year and an additional set of 
circumstances for a program to be established with them. Shirley Barnes suggests that a 
GCC administrator who lived in Greenfield and whose child was at high risk for 
dropping out of school, lobbied Greenfield’s superintendent of schools to gain his 
support for an ETP between GHS and GCC. The GCC administrator’s child eventually 
dropped out of school in spite of her efforts, but not before an ETP relationship had 
been formed between the two institutions. 
The first year GHS participated in the program, they had slots for six students to 
attend. Each slot represented a financial commitment on the part of the high school to 
send a student to the ETP. Dual Enrollment paid $5,040 in tuition and fees for these 
students and the high school paid GCC’s $3,000 fee, for a total of $8,040 per semester 
for six students or $1,340 per student per semester. Since the high school is relatively 
close to GCC, GHS did not provide transportation for their students. GHS has continued 
to participate in the ETP on a limited basis even though Greenfield students have had 
varying levels of success in the program. 
50 According to Shirley Barnes, Pioneer is not enthusiastic about the regular Dual Enrollment 
program, either. High schools frequently resist Dual Enrollment-type programs that take high school 
students, often the highest achievers, out of the high school to take advanced courses. 
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Since the pilot ETP began in 1995, program fees have gone from $500 to $1,000 
per semester while reimbursement for tuition and fees has remained the same. With the 
exception of the transportation for NHS students that was funded by the NEA grant, 
only ARHS has provided transportation for students, which they still do not consider a 
program cost. Only the four schools already discussed have established ETP 
relationships with GCC and only one of those partnerships is strong. Three schools, 
Amherst Regional High School, Northampton High School and Greenfield High School 
have been the primary participants in the program, and Northampton and Greenfield 
have sent only a fraction of the number of students that Amherst has sent. This is 
reflected in the impact ARHS has had on the development and current structure of the 
program. 
Development of Program Structure 
By the time NHS and GHS joined the ETP, the program’s requirements were 
more comprehensive and its processes more well-defined than they had been when 
GCC enrolled the first ETP students in 1995. Since ARHS was the only school 
participating in an ETP relationship with GCC before 1998, it was natural that their 
experiences influenced the program’s development. Consequently, this discussion of the 
ETP’s development includes a discussion of the program’s development at ARHS as 
well as at GCC. 
Between 1995 and 1998, GCC and ARHS developed and revised program 
criteria to reflect the lessons they learned in operating the ETP. Based on their shared 
experience, they revised participation criteria to accommodate the diverse needs of ETP 
students, but several components of the original program remained key requirements. 
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Students would (a) “attend bi-weekly program meetings with GCC and ARHS staff,” 
(b) “meet on a regular basis with a GCC advisor,” (c) “maintain contact with (Andrew 
Miller] from ARHS on an as-needed basis,” (d) “develop a mentor relationship in 
chosen field of interest,” and (e) “use the services of the Learning Assistance Program 
at GCC on an as-needed basis” (Educational Transitions Program, 1997b).51 Not all 
students needed to take four courses a semester, so the original expectation that they do 
so was modified to: “attend a minimum of two courses per semester at GCC” 
(Educational Transitions Program, 1997b).52 An added requirement was that students 
“participate in an end of semester evaluation of the program and self-evaluation” to help 
staff evaluate the program’s effectiveness and students reflect on their ETP experiences 
(Educational Transitions Program, 1997a). 
ARHS expanded its guidelines for identifying potential ETP students, which 
now included those who: 
were identified by school staff as at risk for not graduating from high school, in 
the traditional sense, but having a commitment to completing a high school 
diploma, 
had completed two years or more of high school and have reached age sixteen, 
were able to follow a daily schedule without direct supervision, 
were able to utilize resources for academic and personal support, 
could function independently in a college setting, 
had parent/guardian consent, 
51 The Learning Assistance Program is the current name of GCC’s peer-tutoring program that 
has operated at the college for more than 25 years. 
52 This made it even easier for students to schedule their courses on a three or even two-day-a- 
week basis, which became a popular option. 
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were willing to explore career and educational options, and 
would commit to maintaining contact with [Andrew Miller] at ARHS 
(Educational Transitions Program, 1997d). 
These guidelines helped to identify students who were not appropriate to the 
program as well as those with ETP potential. Miller explains: 
We really have to be careful screening people.... We’re not a holding ground for 
students who become 16 or 18 and drop out. There are some students who in the 
past had seemed questionable about whether or not they really wanted to earn a 
diploma.... [The ETP is not for them. It is] really an alternative to earn a 
diploma. 
The guidelines were also translated into the program recommendations and 
requirements that are now published in an informational brochure for potential high 
schools, students and families. The program’s primary goal, the high school diploma, 
remained constant in the midst of these changes. 
The ETP has also experienced personnel changes over the years that have 
affected its ability to operate and to grow. Bea Costello began an extended leave from 
GCC in 1998 and did not return until the fall of 2002, when she came back on a part- 
time basis. Thanks to committed staff, the program has continued to run smoothly and 
with consistency, but in her absence, the program could only be maintained. There was 
little attempt or opportunity to expand to additional high schools.53 In addition, GCC’s 
administration changed significantly over the past several years. With changes in 
positions from president to ETP administrator, expansion of the program was a low 
institutional priority. The current administration continues to support the ETP and 
recently there have been renewed discussions about potential expansion. 
53 This could also reflect the limited success of previous outreach efforts to area high schools. 
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Today’s ETP 
Amherst Regional High School 
By 2001, Andrew Miller had developed an even more comprehensive list of 
“some of the key points that I often look for in the profile of a student” who is likely to 
succeed in the ETP. Each of the key points “is there for ... a reason, an experience, 
usually a bad experience” involving a former ETP student that has motivated a change 
to the profile. Because the ETP is largely a program for ARHS students, these key 
points provide a good description of students with ETP potential. They also reflect some 
of the challenges the ETP has faced with students. They are: 
A student must demonstrate the interest and ability to perform college level 
academic work. Each student is expected to be enrolled in at least three college 
courses per semester, one of which must be an English course.54 
A student must be dedicated to earning a high school diploma. Each student who 
.enters the ETP is expected to stay with the program until he/she graduates from 
high school. The goal of graduating from high school is a goal of the ETP and 
must be the goal of each ETP student. 
An ETP student must demonstrate the ability and the motivation to assume 
responsibility for his/her education. ETP is not an appropriate option for a 
student who has demonstrated a need for structure, monitoring or ongoing 
support. 
Since the program is designed for students who are at-risk for not graduating 
from high school or who are at-risk for significantly underachieving in the 
traditional high school environment or who are at-risk due to some non- 
academic consideration, an applicant must demonstrate a need for this 
alternative program. 
A student should have completed at least her/his sophomore year of high school, 
including the ARHS science, math and U.S. History requirements.55 
54 This is an increase from the two course per semester requirement established in 1997, but is 
still lower than the original four-course requirement. 
55 These are specific core graduation requirements generally taken in the tenth grade that are 
difficult for students to meet at GCC. 
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A student should be able to demonstrate the independence and maturity 
necessary to successfully negotiate a college environment as well as to 
effectively utilize resources such as the Learning Center, the library and the 
college transfer office. 
An ETP student needs to have the emotional and psychological focus to make 
studying his/her top priority. Students who have emotional, psychological, social 
or family issues intruding into her/his academic life will likely find it very 
difficult to do the work required for college courses. Since the ETP does not 
have a therapeutic component, a student must have the emotional and 
psychological stability to be academically successful. (Educational Transitions 
Program, 2001b) 
Several changes from the original student selection criteria warrant discussion 
because of their importance for understanding the ETP students and program. The 
English course requirement, for example, reflects Miller’s recognition that GCC is “not 
a vocational school, and it’s not hands-on ... experiential stuff necessarily” that students 
will be doing at GCC. He recognizes that students “have to be comfortable with the 
book learning” to be successful at the college. 
Miller also emphasizes that “the motivation has to come from them [the 
students], they have to be willing to be very independent” to enter the ETP. He 
describes a recent meeting with a student: the father set up the meeting, told the student 
to attend, did all the talking, and made it clear the student had to be constantly 
monitored to get his homework done. Based on experience, Miller is certain this student 
would not succeed in the ETP and will not accept him for the program. 
‘This is not a program with a therapeutic component... for students who are 
having emotional problems,” Miller explains about another requirement. If they are 
having emotional problems, he continues, and “you take them out of here [ARHS], 
where it’s the school’s fault” they are unhappy, and send them to GCC where “all the 
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old enemies are gone, what’s really bothering them comes to the surface.” He reveals 
that two ARHS students “had emotional breakdowns” because of issues that surfaced 
once they were at GCC.56 
The discussion thus far has centered on ARHS’s experiences with the ETP. ETP 
procedures and criteria were developed in collaboration with ARHS, and ARHS 
students and experiences have had a defining influence on the program. NHS and GHS 
have had little influence on the development or current form of the ETP. They do not 
have as well-defined criteria or formalized processes for determining whom to enroll, 
and they have had a very different experience with the program. 
Northampton High School 
When Northampton High School was contemplating whether to participate in 
the ETP, Costello and Miller met with staff there to discuss the program. They 
presented NHS staff with ARHS materials as a model for student selection criteria and 
to explain program goals. Using criteria designed for another school and ultimately 
entering a program designed for that school’s students undoubtedly influenced NHS’s 
experience in the ETP. 
NHS staff person Nick Reynolds says his school recognized that the ETP was 
for “a kid who will function independently ... and [does] not have to be supervised so 
closely, and yet is at-risk.” He proudly recounts the success of one such student in the 
high school’s first year participating in the program, but is not enthusiastic about NHS 
students’ overall success in the program. He describes most of the students NHS sent as 
56 This example also illustrates one of the limitations of the support services provided by the 
ETP. 
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“kids who were having school attendance problems who we would have otherwise 
thought of as potential dropouts,” some of whom it turned out were not suited to the 
program. Ultimately, Reynolds believes, choosing appropriate students “almost turned 
out to be an intuitive thing. We just couldn’t put a lot of like easy parameters around 
this kind of kid,” and they had to rely on their experience with students to guide their 
choices. 
NHS experienced several problems with the ETP, and their first year in the 
program was the only year that was even moderately successful from their perspective. 
The high school briefly continued to enroll a small number of students in the ETP, most 
of whom withdrew from the program without completing it, and the high school 
eventually stopped participating completely. According to Reynolds: “Quite frankly, 
this is a lot more negative than you want, but it’s the truth, where we transferred our... 
alternative dual enrollment... kids [was] to Holyoke [Community College (HCC)].” 
Since the inception of Alternative Dual Enrollment, NHS has sent students who 
formerly might have been candidates for the ETP to Holyoke Community College’s 
Alternative Dual Enrollment program. Reynolds says his high school has had a good 
relationship with HCC and that HCC’s dual enrollment policies are a good fit for NHS. 
In spite of NHS’s lack of success with the ETP, Reynolds contends that, in the 
right circumstances, he would be willing to work with GCC again on a program for the 
ETP-type of NHS student who is “a sort of alternative learner.” Reynolds reports that 
HCC has recently closed their Alternative Dual Enrollment program due to funding cuts 
at the state level, so perhaps NHS and GCC will have an opportunity for a second 
chance. 
85 
Greenfield High School 
Greenfield High School has faced challenges of its own with the ETP. The high 
school has never enrolled more than six students a semester in the program, generally 
fewer, and does not see the number increasing. No matter how many students they send, 
the proportion who succeed remains constant at roughly 50%, according to GHS staff 
person Gail Olsen. 
Olsen knows that the type of student who has the greatest potential for success 
in the program is academically capable, highly motivated and a poor fit at the high 
school. She believes that GHS has students who fit these criteria, but says they are not 
interested in the program. She knows the students GHS does send are often a poor fit 
for the ETP. They frequently have had a difficult time passing the GCC placement tests, 
some after having taken them two or perhaps three times. Even after they are in the 
program, GHS students still commonly drop out of the ETP after their first semester 
because they have not succeeded academically, particularly if they had trouble passing 
the placement tests. 
When asked why GHS sends students to GCC who so clearly do not fit her 
understanding of an ETP student, Olsen explains: 
We have such a high drop out rate at the school that those [students with a 
potential for success] aren’t the kids that we’re focusing on. You know, that just 
are kind of whining about the school, but you know that... they’re socially 
hooked up. So that even though it’s a miserable experience for them, they’ll get 
through. I think what the staff typically does is focus on the ones that we’re 
really going to lose. ... A lot of times it will come down to scrutinizing—well, 
that kid never said he was going to drop out, so they don’t fit. 
Some students GHS has sent to the ETP have been such a poor fit that, Olsen 
says, 
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as my time has gone on at Greenfield, we’ve been much more selective because 
we’ve seen that the students that were iffy failed, so I think we’ve chosen not to 
fill the slots.... I think the people at the high school that are on the selection 
committee were desperate to fill the slots. These are kids that they know weren’t 
going to make it, were going to drop out, so let’s give them one last try. But,... 
since I got there, and we’re seeing those students more often than not fail, we’ve 
chosen to not fill the roles [the six program slots]. 
In Olsen’s opinion, it would be virtually impossible for a program like the ETP 
to provide the level of support the highest risk students would need in order to have a 
real chance at success: 
I think the students I’m talking about need much more than that. They would 
need like a full-time social worker working with them. Because they have 
housing issues, they have all different types of issues ranging from abusive 
parents, to you know, being homeless. 
The students Olsen describes are just a few of the students who have enrolled in 
the ETP. So are the students Andrew Miller described in the 1997 newspaper article: 
‘“They are not typical for kids their age.... Some of them were thinking of dropping out 
and weren’t yet statistics’” (Wilson, 1997). Miller acknowledges that high school is not 
for everyone. That is why there needs to be an Educational Transition Program. It is a 
place for some of those for whom high school is not a good fit. For some of these 
students, the ETP is a good fit, while for others it does not seem to fit any better than 
their high school. Perhaps what some of them really need, as Olsen suggests, is 
something more than the ETP is designed to provide. 
Problems and Challenges 
Several issues have challenged high schools’ participation in the ETP. They 
include financial considerations, school and community support, transportation, 
students, communication, and philosophical differences. 
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Financial Considerations 
For NHS, the cost of the ETP was not sustainable. They decided to begin 
participating in the ETP because they thought it was basically a free program, that the 
state payment of $8,400 for tuition and fees covered all the program costs as it did for 
the regular Dual Enrollment Program. Between the tuition and fees covered by Dual 
Enrollment, and the $10,000 National Education Association grant that paid for other 
program costs, the program was effectively free to NHS. When the grant ended, 
responsibility for the costs it had covered reverted to the high school. Reynolds 
acknowledges it was only then that NHS realized “how expensive the services really 
were” and that ARHS had been “hard-funding” program-related costs such as 
transportation and a portion of Miller’s salary all along.57 They realized that the staff 
time they spent at ETP meetings with GCC was expensive. As Reynolds describes it, 
“We had very few kids [in the ETP]... so we had a hard time justifying having a lot of 
staff time tied up in that few kids.” 
In addition, the semester the NEA paid for transportation, some days only one or 
two students rode the bus while others found transportation that was more convenient. 
Continuing to provide bus service to and from GCC would have been a big expense for 
a small number of students, so NHS discontinued it. Reynolds explains that “not a 
single hard dime was ever committed” to the ETP by NHS, and when the grant funds 
were gone, there was no money to continue, particularly considering how few students 
would benefit from the expenditure. 
57 ARHS does not separate these duties from Miller’s work with other students at the high school 
and does not consider them an ETP expense. 
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ARHS also describes fiscal challenges related to their participation in the ETP 
and say these challenges have been particularly difficult recently in the face of 
statewide budget problems. Miller explains, “the program is successful but it’s not 
actively supported” by the high school or community.58 When there is a struggle for 
funding and the ETP has needed an advocate, Miller says, “I feel like I’ve had to do it 
all by myself here.” GHS did not explicitly define cost as an issue, but they, too, 
constantly struggle to meet their students’ needs in the face of state funding cuts. 
Transportation 
NHS originally considered using public transportation to take students to GCC. 
While the Pioneer Valley Transit Authority provided frequent and convenient bus 
service between Northampton and Amherst, the bus trip between NHS and GCC was 
circuitous. NHS was not on a direct bus line to GCC, so students had to take a bus from 
Northampton to Amherst, then from Amherst to GCC; a direct trip would take 20 
minutes but this route took 50 minutes or more. Reynolds cites the combination of 
distance and lack of transportation as key reasons their ETP enrollment “numbers were 
so low.” 
School and Community Support 
Another reason for GHS’s limited participation in the ETP, according to GCC’s 
Shirley Barnes, may be that establishing an ETP at GHS 
was a top down decision. The Greenfield High School administration decided 
they wanted to participate in this program as opposed to every other school 
where it came up from the guidance staff. I think we got off to a somewhat 
rocky start [at GHS]... because they were kind of being told, “You will do this.” 
58 The program is successful by Miller’s definition because the majority of ARHS students who 
have enrolled have completed it and graduated from high school. 
89 
Intentionally or not, being told to participate has likely affected the quality and 
collegiality of this high school’s experience with the ETP. 
At NHS, Reynolds says, “We didn’t really have a good program—we still 
don’t—for a kid who really strikes us as being a kind of alternative learner.” He admits 
that “what Northampton does with things like that [the ETPJ is when it’s free, we deal 
with it,” implying that when it is not free, they do not participate. Reynolds believes the 
high school would create an in-house program for these students rather than pay for an 
external program. 
The ETP has what Andrew Miller calls “passive support” from Amherst 
Regional High School and the community. “People know that it’s been effective, and 
they know some students have benefited from it,... but the population that it serves is 
not a population that is highly cherished”59 at ARHS, so it is more that “people have 
been forced to recognize its success” than it is that the ETP is a priority for them. This 
statement illustrates Miller’s frustration with the difficulty of getting support for the 
program; it surfaced several times in this study. 
gtwient Population 
There are several reasons NHS and GHS found few suitable ETP students. In 
Gail Olsen’s view, the best candidates for the ETP “are bright and just are not motivated 
to be at the high school,” have the ability to do the academic work and pass the 
placement test the first time they take it. She has students who fit these criteria only 
59 Miller uses effective and successful interchangeably to refer to the fact that many students 
from ARHS have completed the ETP. He uses of “some” to refer to his perception that few in the 
community care about the success of ETP students; he is not using the word as a measure of the program 
success. 
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“once in a blue moon,” and the one specific student she recalls “opted to do early 
graduation rather than this program.”60 Potential ETP students from GHS are often 
resistant to the program “regardless of whether they’re good academic candidates or 
not,... for social reasons. They don’t want to give up their peers. ... Even if they hate the 
[high] school, they don’t want to be away from their friends.” 
When they go to GCC, Olsen says, GHS students often “don’t make friends. 
They don’t seem to find a group here [at GCC] that they really connect with.” She 
attributes this largely to their own shyness paired with the diversity of GCC’s students.61 
The college may not fit students such as this any better than their high school, but 
perhaps for different reasons. 
Reynolds believes NHS may have sent students who were so at-risk they were 
virtually certain to fail in the ETP. He thinks the high school might have had more 
success in the ETP if they had “participated longer, sent more students,... land] had 
more of a feel for who was really working and who wasn’t” in the program. Even if 
NHS had had enough experience with the ETP to know who is likely to succeed, 
Reynolds believes they would still have sent at most only “a small group of kids if you 
talk about throwing hard money at them,” and it would not have influenced the high 
school’s decision to end their participation. The decision was based more on financial 
considerations and a desire for independent control of their students than on students’ 
If the student was ready for early graduation, perhaps a program designed to help students 
graduate from high school would not have been a good fit for this person. 
61 The resistance to leaving the high school that Olsen has observed in some potential ETP 
students at GHS as well as the difficulty some of them have had making friends there are different than 
the experiences many other ETP participants have described. 
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experiences in the program. This is not to suggest that NHS is not committed to 
students’ success but reflects a traditional New England attitude of self-sufficiency and 
independence, perhaps a reflection of Northampton, Hamp’s, working-class roots. 
Communication 
Northampton High School had what Nick Reynolds terms an accountability 
problem with the ETP in two ways. First, NHS staff had a difficult time obtaining 
information from GCC about students’ attendance and mid-term grades. NHS has an 
attendance policy for students and needed to know that their ETP students were 
attending class, while at GCC, it is the responsibility of individual faculty to set an 
attendance policy for their classes. GCC sends out mid-term academic deficiency 
reports for students who are at-risk of failing courses, but they are generally not 
distributed to academic advisors or sent to students’ homes until well after mid¬ 
semester. This relates to a second concern for NHS: information that was provided, 
Reynolds criticizes, sometimes arrived “way too late, especially with kids like this. 
They’re naturally struggling anyway,” and receiving critical information late made it 
difficult for NHS staff to help students when they needed it. Reynolds shares a 
colleague’s frustration, which he feels echoes the overall attitude at NHS: 
If I’m not going to get feedback easily, regularly, if I’ve got to drive all the way 
up there to a meeting to find out, I don’t think I can really in good faith do a lot 
of referring because I’m just going to lose track of my kids. 
Consequently, while funding was the primary reason NHS ended their ETP 
relationship with GCC, their dissatisfaction with the ETP would most likely have led 
them to the same decision. 
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Philosophical Differences 
Reynolds also has the impression that at least some ETP staff think it would be 
acceptable for ETP students to “take five or six years” to finish high school as long as 
they are “still continuing their education,... [even if] maybe they’re just part-time.” 
Reynolds explains that this threatened NHS’s low dropout rate, and says they consider 
what they perceive is GCC’s attitude about ETP students as “a little too loose, a little 
too liberal” for NHS. He describes this as a symptom of a fundamental “philosophical 
difference” between Northampton High School and the Educational Transitions 
Program about issues such as structure, freedom and accountability.62 “In good old 
Northampton, we’re a little more conservative ... especially with high school kids,” he 
says. GHS and ARHS also cite philosophical differences as reasons there might not 
have been a good fit between the ETP and some participating high schools, which in 
turn kept schools from either participating or from being more successful if they did. 
The Students of the Educational Transitions Program 
In this section, the students of the ETP are described. The section profiles the 
students who have participated in the program and looks at their similarities and 
differences on the following factors: (1) high school experiences, (2) independence and 
motivation, (3) family background and influences, (4) expectations, (5) and at-risk 
factors. In Chapter 4, these factors are illustrated in the ETP students’ personal stories. 
62 The notion that there were philosophical differences between NHS and the ETP was echoed in 
interviews with ETP staff at GCC. 
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Profile 
ETP students are a diverse group. Between 1995 and 1998, for example, 40 
students participated in the ETP, of whom 29 were white, five African American, four 
Hispanic, one Russian and one Iranian. Twenty-two had received a high school diploma 
by 1998. ETP students have ranged in age from 16 to 21 with most being in the 16 to 18 
age range. The youngest students have been sophomores in high school,63 the oldest 
high school dropouts returning to school specifically for this program. Many ETP 
students either have been high school seniors who attended the program for one year or 
high school juniors attending for two. Several of the latter have earned an associate 
degree concurrently with their high school diploma (Educational Transitions Program, 
1998a). 
High School Experiences 
Most ETP students were unhappy in high school. Many were classic 
underachievers, capable of doing well academically but not performing up to their 
ability. Some were social misfits—nonconformists, rebels or loners—who did not feel 
they belonged at their high school, or who did not want to belong there. They had few 
friends, did not participate in school activities or felt that they were different from their 
high school classmates. Some ETP students have had personal or emotional issues that 
made the ETP a better fit for them than high school.64 
63 GCC’s general policy is not to admit anyone younger than 16, although exceptions are made 
in special circumstances, generally for students who are academically advanced. 
64 Andrew Miller cautions that “a geographic change is not a therapeutic cure,” and warns that 
while “there are some students who have been dealing with emotional issues who have been very 
successful... [at GCC], those are the ones who have acknowledged it up front and been in therapy.” Their 
Individual Learning Agreements include a requirement that they be in counseling independent of the 
program. GCC does not provide this sort of counseling. 
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The students from ARHS that Andrew Miller enrolls in the ETP must have a 
strong sense of independence, but he stresses that: 
they may not have always demonstrated that at school. A lot of times young 
people who have a strong sense of independence really act out in high school in 
a way that... doesn’t look independent. It looks like they’re immature and a pain 
in the butt, but often times they show it somewhere else in their life.... It could 
be living on their own and supporting themselves or helping to support the 
family, or they’ve ... been involved in things like Outward Bound for a summer, 
stuff like that.... So, that’s what we look for. And we don’t necessarily look for 
everything in the school environment; what we’re looking for is the quality in 
the person that may be reflected in the bigger picture. 
This independence combined with maturity and motivation are characteristics 
common to most successful ETP students and are exemplified in a variety of ways 
within the ETP population. The most common is that many ETP students work, and 
attend school two or three days a week, so that they can work on the days they are not in 
school. 
Family Background and Influences 
ETP students have a variety of home and family situations. Some come from 
stable homes and some have had virtually nothing in their lives they could term 
“home.” Some live with a parent or parents, some with a formal or informal guardian, 
and some live on their own and support themselves and perhaps others. A few are or 
have been homeless. ETP students come from a variety of economic backgrounds. 
Some have trust funds, while others have grown up on public assistance. Some are from 
affluent families and some live in poverty. According to Gail Olsen, at-risk students 
from GHS are very likely to come from poor homes since there is a relatively high 
poverty rate in the Greenfield area. GHS’s high school dropout rate is also relatively 
high, generally at least double that of Amherst or Northampton. For the 2000-2001 
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academic year, for example, the dropout rate,65 was 2.6% for ARHS, 2.1% for NHS and 
5.3% for GHS (Massachusetts Department of Education, 2002a). 
Expectations 
Many ETP students come from well-educated families and from families who 
place a high value on education. These students have grown up with the expectation that 
they will go to college and many have never doubted it or have doubted it only recently 
because of their frustration with high school. Other ETP students have never been 
encouraged to go to college, and for these students finishing high school or possibly 
getting a two-year degree is the greatest educational expectation they have ever held for 
themselves. According to their schools’ staff, the town students come from has a 
significant influence on a student’s educational expectations. Students from ARHS and 
NHS generally expect to obtain a higher level of education than do students from 
GHS.66 
At-Risk Factors 
All ETP students are at-risk in some way. Nearly all are at-risk of dropping out 
of high school. Many have explicitly stated their intention to do so, while others are 
simply unhappy in school. Of the 40 students who went through the ETP in its first four 
years, 11 had actually dropped out of high school before entering the program 
(Educational Transitions Program, 1998a). For some ETP students, high school is a 
poor fit socially, and they have disengaged from school peers and activities. Others are 
65 Adjusted for students who returned to school. 
66 This is consistent with the statistics on high school graduates’ college plans presented in 
Chapter 1. 
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at-risk because of their unstable home and family situations. Some ETP students are 
academically marginal, while others are academic underachievers and a few were honor 
students in high school and are at-risk of dropping out for some other reason. 
A Summary 
This chapter has described the creation and development of the ETP. The 
program began as a pilot program for at-risk high school students at ARHS, and 
although it has evolved since its start in 1995, it has always been and still is primarily a 
collaboration between the two institutions that started it. The ETP helps students 
complete high school while concurrently earning college credit, but it has not been 
equally successful for all students who have enrolled. The better the students fit the ETP 
student profile, the more likely they are to succeed. In this chapter, that profile was 
identified. Chapter 4 looks at the ETP from the perspectives of four ETP students and 
several other people associated with the program. 
97 
CHAPTER 4 
PERCEPTIONS AND PERSPECTIVES 
Introduction 
Chapter 4 discusses the benefits of the ETP from the perspective of the ten 
participants in this study, focusing particularly on the perspectives of ETP students. The 
chapter begins by describing how the ETP benefits Greenfield Community College and 
participating high schools. It then tells the stories of four students, providing an 
overview of the students’ lives, highlighting their school experiences before enrolling in 
the ETP, recounting their ETP experiences with a specific focus on what the program 
has done for them, and describing their hopes and plans for the future. The chapter 
concludes with a summary of the ways in which the ETP benefits its students that is 
informed by all participants’ interviews. 
Benefits to Greenfield Community College 
Each group of students who attend GCC has an influence on the institution, and 
their presence at the college contributes to GCC’s identity. The ETP and its students 
have contributed to that identity in a variety of ways. These students have affected other 
people at GCC, including faculty, staff and fellow students. The program has also 
contributed to the institution by affecting enrollment, finances and GCC’s 
accomplishment of its mission. This section of Chapter 4 describes these effects. 
Effect on People 
Shirley Barnes, the GCC administrator responsible for the program “was 
surprised at the number of faculty who were delighted to work with the dual enrollment 
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students,” including those in the ETP. She recounts experiences faculty have described 
to her about their interactions with ETP students: 
Some of them [the faculty] love them. They are some of the more motivated 
students they’ve worked with, and the faculty thoroughly enjoy that and are 
astounded in some cases by their abilities. In project TEME, there have been 
two students who stood out in very different ways. One was a computer whiz, I 
mean an absolute computer genius.... The staff there was just amazed at what 
this young man could do. And there was a student from the ETP program from 
Amherst involved with TEME and her... ability to command attention and to 
make decisions, as the youngest member of that group, was just astounding to 
the faculty. So that speaks to me of the value of engaging those brilliant young 
minds. 
Barnes speaks as the administrator of an academic division as well as the 
supervisor of the program. She has watched ETP students in classrooms participating in 
experiences such as project TEME. She has had faculty “come to me and say, ‘Give me 
every student; I want all my advisees to come from this group, I love working with 
them,’ because they [have] found them to be so motivated, and in many cases, very 
bright.”67 
In another instance, ETP students won over a professor who had not looked 
forward to working with them. Andrew Miller explains: 
An English teacher... was kind of skeptical because he hasn’t taught high 
school. He didn’t like high school, and he said the idea of high school students 
going up there [to GCC] was really not something he looked at with any 
anticipation. He had several [ETP] students,... and one year ... he called me up, 
at the end of his school year and he said, “You know I just got finished doing the 
final grades, and ... I had a number of these ETP students, and I want to tell you 
how much I enjoy them.” 
67 Barnes made the point here that faculty generally do not make a distinction between Dual 
Enrollment, Alternative Dual Enrollment and Educational Transitions Program students in their 
comments and attitudes about the high school students they work with. They usually cannot tell them 
apart. This brings up questions of the relevance of the criteria that separate students into different 
programs. 
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Miller is especially pleased to have had a respected college faculty member 
respond so positively to his students. He often does not “get colleagues [to support these 
students] and here was a highly respected teacher who was kind of critical of the 
program, and had turned around.” 
ETP staff person Linda Dean says “some of these [ETP] students are really very 
good students and I think that they bring a fair amount to the classroom,” to other 
students and to the institution. She finds it “fascinating for our older students to see 
younger students who can be interactive with them.... I think what we would lose 
[without ETP students] is just another aspect of that diverse population that we think is 
so valuable here” and that contributes to GCC’s identity. 
Dean recounts a conversation she had with an advisee in her 30s whom she 
describes as a wonderful writer. The woman was talking to Dean about the writing 
ability of some of her classmates, and Dean realized that one of them was an ETP 
student. Dean says the woman did not know the student she was describing was a high 
school student, but 
she ... recognized her as somebody that she wished she had been like when she 
was that age.... This older woman referred to that student as a “sassy pants.” ... 
And this is a woman who says she’s trying to find her own voice and she clearly 
admired that. 
It is also evident that their experiences with their students affect ETP staff at 
GCC. When Shirley Barnes speaks of her faculty’s enthusiasn for working with ETP 
students, her respect for these students is clear.68 So are her belief in the appropriateness 
of their being at GCC and her agreement with what faculty recognize as their “high 
68 Barnes’ son had enrolled in and successfully completed the ETP. 
100 
motivation and high academic ability.” Karen West, another ETP staff person at GCC, 
is enthusiastic about the ETP and its students. She recalls that when she first learned 
about the ETP, she thought it “was a very interesting program because I, too, struggled 
through high school. I would have loved the alternative.” In school, she “made the 
grade, usually, but I just hated the atmosphere, just being told what to do.... That’s a big 
issue for these students,” too. In the ETP, she reflects, it might have been different for 
her. 
West’s tenure with the program was due to end a few months after her interview 
for this study. In the interview she expresses her love of working with ETP students and 
regret that soon she will no longer be directly connected with the program. She has 
spent three years with the ETP, but because of Bea Costello’s return will be returning to 
her former position at the college. She is relieved that when she does so, “I’ll still be 
able to see these students because they’ll have to walk by my desk.” She expresses 
affection and respect for the students and says now, because she knows them and the 
program so well, “it’s personal.” It has been “great to have had the experience” of 
working with them both “for me and I think all of us” at GCC. 
West, like Miller, recognizes that the program is not universally accepted or 
appreciated by staff and faculty. At GCC, she says, “a lot of the faculty really don’t like 
younger students,” and surmises that some faculty “think that they’re too immature, not 
socially ready” for college. While her characterization that “lots of faculty” object in 
general to ETP students might be broad, her recognition that their effect has not been 
entirely positive is an important observation. So is the question of student readiness for 
the ETP. 
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Effect on the Institution 
ETP students have influenced other students, have added an additional layer of 
diversity to the institution, and have surprised and sometimes impressed faculty and 
staff. Shirley Barnes recognizes another benefit of the ETP; creating programs like the 
ETP are part of GCC’s mission. Andrew Miller agrees, saying: 
On one level, I think GCC and the staff that I’ve worked with ... are very 
committed and they’re very innovative. I think that they are looking for ways to 
fulfill their mission of providing an education, so that’s sort of the altruistic, 
theoretical type view, and I believe it’s true. 
This is not the only benefit Miller sees for GCC. He appreciates the challenge 
that the college’s rural location creates for GCC’s enrollment and recognizes that 
addressing it requires a variety of outreach efforts: 
1 also think that they’re [GCC]... forced to be innovative because of where 
they’re located geographically. You’re up against the border [between 
Massachusetts, Vermont and New Hampshire],... and your area you’ve got to 
recruit from is a lot more restrictive than say Holyoke Community College. 
He concedes that GCC is “forced to come up with programs that would expand their 
population ... and also strengthen ties to the community,... which is out of self-interest 
but it’s also important, and I understand.” 
Linda Dean also sees an increase in GCC’s overall enrollment numbers as a 
benefit of having ETP students at the college. Barnes’ response to this suggestion is: 
“Oh, sure, because of the period of enrollment that we were in when this [the ETP] was 
established, our numbers were down. And we were being closely scrutinized by BHE 
[Board of Higher Education] and our head count was down.” The enrollment of ETP 
students made a difference. 
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Dean believes another way GCC benefits from the ETP is that “there’s definitely 
been a financial piece there, that was a very big part of our enthusiasm about the 
program from the beginning.” The fees paid by students’ schools and families have 
covered the program’s operating costs and the extra services the program provides as 
well as subsidizing regular GCC services used by ETP students. GCC’s peer tutoring 
program is one of the services supported by ETP fees, and in return, ETP students have 
had unlimited access to these and other services.69 
Nick Reynolds also believes GCC benefits monetarily from operating the ETP. 
He describes NHS’s eventual recognition of “how expensive the services really were” 
in the program and sympathizes with what he sees as GCC’s “trying to attract $2,000 or 
whatever number of dollars out of the [NHS] hard money budget” to the program. In 
this case, what is a benefit to GCC presents a challenge for the high school. The next 
section looks at what the ETP does to benefit the participating high schools. 
Benefits to High Schools 
Amherst Regional High School and Greenfield High School’s participation in 
the ETP benefits the program financially and their staff work with ETP staff to assure 
the program is as effective as possible for their shared students. GCC’s ETP staff see 
this as evidence of the high schools’ commitment to their students as well as their 
recognition that participating in the ETP can benefit those students. The ETP’s main 
purpose and benefit is its service to its students, but high school and college staff 
interviewed for this study have identified additional ways in which participating high 
69 Other GCC students use the same services without direct cost, but the rationale for using ETP 
funds to support the program is that this assures adequate staffing to support the needs of these non- 
matriculated students. 
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schools have benefited from their involvement in the ETP. Similar to the benefits to 
GCC, they can be described in two broad categories: benefits to people and benefits to 
institutions. 
Effect on People 
One benefit to participating high schools accrues from the satisfaction staff 
experience when their students succeed. Andrew Miller enthusiastically describes his 
pleasure at the positive impact the program has had on two ARHS students in particular: 
“Both of them were extremely unhappy (at the high school]. They were academically 
successful but extremely unhappy. And now when I see them up there [at GCC], they’re 
buoyant. They’re full of life.” Gail Olsen says she and her colleagues are pleased that 
some GHS students have succeeded in the program; otherwise, they would have 
dropped out of school. Nick Reynolds speaks with pride of one NHS student’s 
unqualified success in the ETP. He and other NHS staff were pleased when a student 
was successful in the program, which did not occur often. Every time a student succeeds 
in the ETP, their high school also benefit in a number of ways. 
Effect on Institutions 
For high schools, participating in the ETP is in some ways the equivalent of 
GCC working to accomplish an aspect of its mission by operating the program. One of a 
high school’s main responsibilities is to help its students graduate, and participating in 
the ETP is a way for some students to do so. Nick Reynolds says that NHS’s initial 
decision to join the ETP is an indication that they put their students’ needs first, before 
fiscal or political concerns. Gail Olsen is clear in her belief that through the ETP, the 
high school gains an opportunity for its students to succeed. Shirley Barnes thinks 
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Amherst Regional High School participates in the ETP because it “wants to truly 
prevent these students from dropping out.... I think Amherst is really interested in 
preventing dropout, for really re-engaging students that for one reason or another have 
not had academic success but have academic ability.” Karen West and Linda Dean 
concur, and Andrew Miller acknowledges that even though some of his students are not 
truly at-risk of dropping out, for all of them the ETP is a chance for a more satisfying 
high school experience. 
Shirley Barnes suggests that high schools have sometimes sent “those students 
that they couldn’t work with, they didn’t know what else to do with,” to the ETP even if 
it was not the best place for them. More than one interviewee wonders if NHS, for 
example, might have used the program as a “dumping ground” for some of their 
problem students rather than or in addition to using it as a placement for more 
appropriate students. Another perspective on this is that at times the program has been 
used by high schools desperate to find a placement for students they see no other way to 
help, even if the program is not the best fit for the student. Nick Reynolds says that, 
when NHS participated, the ETP provided both a chance for students on the verge of 
dropping out and a place for students for whom NHS had no alternative placement. For 
GHS, according to Gail Olsen, an important benefit of the ETP is that it provides an 
option for students who may not be suitable for the program, “the ones that we’re really 
going to lose,” because it is the high school’s only way to offer them a last chance to 
graduate. 
Regardless of why a high school enrolls students in the ETP, the opportunity to 
participate in the program may draw high school and community attention to the needs 
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of at-risk students in a way that leads to new efforts to meet those needs. Andrew Miller 
explains, for instance, that because of his advocacy of at-risk students, Amherst has 
been introduced to the ETP and its students, and community attention has been focused, 
perhaps reluctantly, on these students’ needs. 
Linda Dean believes that while high schools participate because they “just want 
to see students be successful” in the ETP, “there is value to them in having the student 
get a high school diploma.” She admits she does not “know exactly what that value is,” 
but suggests “there may be a financial value. There may be something about their state 
aid” that benefits schools when they send students to the ETP rather than letting them 
drop out. Since ETP students are still formally high school students, their high schools 
can count them as enrolled students,70 including them in the enrollment numbers used in 
the calculations that determine schools’ funding.71 Dean also believes it affects the high 
school’s dropout rate when a student completes the ETP and graduates from high school 
because the student does not become a dropout statistic for the high school. Miller and 
Reynolds also recognize that the positive impact of keeping students in school is a 
benefit to high schools’ enrollment and financial well-being. 
70 In Massachusetts, dual enrollment status does not affect the high school’s funding. In at least 
one state, the high school’s funding for a dual enrollment student is shifted to the college the student 
attends (Boswell, 2000c), and the issue of what has been called “double-dipping,” funding both the high 
school and college for their shared dual enrollment students, is being looked at in several states (Bailey, 
Hughes, & Karp, 2003). 
*71 
The major portion of school funding comes via the foundation budget, which defines the 
minimum amount a town must spend on its schools. The town provides the majority of funding from 
property taxes, while the state subsidizes the difference between this minimum requirement and the 
amount the town has collected in taxes. Enrollment is a factor in all 19 components used to calculate the 
foundation budget (Massachusetts Association of School Committees, n.d.). 
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Some benefits of participating in the ETP are specific to individual high schools. 
Shirley Barnes suggests that Greenfield High School created a political bond between 
their administration and GCC’s when they agreed to the GCC administrator’s request 
and entered the ETP. Northampton High School joined the program hoping to get free 
services for their students as well as to satisfy the rivalry they felt between themselves 
and Amherst; for a short time, they achieved both. Andrew Miller says that participating 
in the ETP means that it is “still public education” in which his students are enrolled, 
and in his view, that is another benefit of the ETP. 
GCC and participating high schools have benefited in a number of ways from 
their participation in the ETP, but regardless of the benefits to institutions, the true 
measure of a program for at-risk students is what it does for the students who participate 
in it. This is the subject of the next section of this chapter. 
Benefits to Students 
Shirley Barnes says she is “not sure the ETP students are that much different 
from any other student that walks in our door, and we certainly embrace whatever is 
their academic goal. We want to support them.” She echoes the opinions of Linda Dean 
and Karen West. All three believe the ETP’s primary benefit is what it does for its 
students. High school staff share this belief. 
The GCC Educational Transitions Program Guidelines: 2000-2001 states that 
the ETP provides an academic alternative for students who “have a commitment to earn 
a high school diploma” and that students earn both high school and college credits 
simultaneously for the courses they successfully complete (Educational Transitions 
Program, 2001a). The ETP brochure produced by GCC states that “past ETP 
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participants cite freedom to learn and think independently, the diverse population and 
social environment of GCC, and being treated like an adult” as some of the benefits of 
the program (Educational Transitions Program, 1997a). 
The program may provide more or different benefits to its students than are 
apparent from looking at published program documents and talking with program 
observers. In an attempt to uncover the range and variety of the ETP’s benefits to its 
students, this section explores the experiences of ETP students and describes their 
perspectives about what the ETP does for them. 
Four students who participated in the ETP during the 2001-2002 academic year 
were interviewed for this study. Three were ARHS students and one a GHS student. 
They ranged in age from 16 to 18 and all were female. Each student’s experience with 
the ETP is described in detail, including (1) how they found out about the ETP, (2) how 
they are doing academically and socially at GCC, (3) how satisfied they are with the 
ETP and (4) their goals for the future. The section includes background information on 
the students’ family and home life, their interests and aspirations, and their educational 
experiences before enrolling in the ETP. The goal of this section is to create a profile of 
each student and her experiences that helps to reveal what the program does for its 
participants. Consequently, the section also contains a summary of the themes that arise 
from analysis of students’ individual experiences. It concludes by looking at the 
correspondence between students’ personal experiences and what the high schools and 
community college believe students have gained from participating in the ETP. 
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Molly Knowles 
Molly Knowles is a small, slim 17-year-old with dark hair and many rings and 
earrings. She wears black clothing in simple styles and has a quiet alertness about her 
that hints at underlying energy. She has a part-time job as a chambermaid, and it is easy 
to imagine her working at this job with speed and efficiency. 
Molly likes people and the planet and is “pretty sensitive” and “pretty 
organized.” She has few friends, but has had the same best friend for four years. Molly 
likes to visit with her friends “at a house with no parents, kind of alone somewhere, no 
structure.” She lives with her father and brother, who have found “an Internet computer 
game ... they’ve been playing ... every day since April two years ago.” When she comes 
home “they’re just sitting there talking in this weird computer language and like, I’m 
completely out of the picture.” Being out of the picture does not bother Molly, she says. 
Molly’s dad is proud she is in the ETP and doing well. He is a mental health 
professional who “was a very high achiever, even more than me.... He went to school 
for like 10 years to be a psychologist, so he’s got high expectations.” Molly’s mother 
has lived in another region of the country since Molly was seven years old. 
Before the ETP, Molly attended ARHS and earned good grades without much 
effort. She says she would not have dropped out of school even though being there felt 
like being in a prison to her. She relates a story that expresses some of the frustration 
she felt with the structure and rules in high school: 
After I left the principal made these things called duckets, and each student has 
10 of them for a trimester, and when you go to the bathroom you have to give 
them a ducket, and you can only go to the bathroom 10 times in the whole 
trimester. Some people have to go every day. How do you do that, you know? I 
think that things like that are ridiculous ... And sometimes, like during the 
passing period that was six minutes long,... I would be on the first floor and my 
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locker was on the third floor. I’d have to go up and then down, and you can’t do 
that in 6 minutes, when there’s like a million people in the hallway. And 
sometimes, like, it’s so impossible and nobody listens to you and nobody cares 
what you have to say. It’s just like, “Oh, you’re late, you have no excuse?” ... 
And things like that, like 1 just really couldn’t deal with that. 
Molly did not like the way some of her teachers acted toward her, “They pretty 
much assumed that you’re there because you have to be and you don’t want to do 
anything, and so they treat you that way.” She believes teachers had low expectations of 
her “because of how many people don’t do any work.” 
Another reason Molly dislikes high school is the social scene: “There was a lot 
of people that I just really didn’t like and it was just very fashionized and social and 
that’s not why I wanted to be there.” She explains, “Nobody was real there.... They 
would dress for other people to see or talk for other people to hear, trying, just be cool 
for other people.” Overall, she feels: “I just [wanted] to get my education going, and I 
felt like I was wasting my time kind of because I had to.” 
Molly heard about the ETP “through word of mouth like that other people had 
done this, one of my old friends had done it, and I was really interested.” Andrew Miller 
helped her with the application process because, she believes, “he really likes getting 
people to come here [to GCC].” Molly has “done a lot better” than she thought she 
would at the college, getting mostly A’s and B’s. She does not work “as hard as I could 
work. And that makes me think if I worked as hard as I could I’d do really, really, like 
straight A’s or something.” GCC is more like high school than she thought it would be. 
“It’s kind of a step between high school and what I think UMass would be like, so ... it’s 
a good transition.” Her best friend is in the ETP, and they are in several classes 
together. Molly says this “doesn’t help or not help, it’s there, it’s nice.” 
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Molly likes attending GCC and feels respected there. She also feels like “I’m not 
wasting my time because I’m actually going towards what I want to do.” There is a lot 
of support in the ETP: 
Every week I have a meeting with one of the staff people and it’s helpful if I 
need anything. I don’t feel alone or anything. It’s a really good chance for 
people who are ready to get out of high school and do something else. It’s a 
really good program. 
She has met some interesting people and has taken some interesting classes at 
GCC. Citing a photography course, she says it “feels more like I’m doing it for fun than 
doing it for a class.” She thinks the students in the class “are a lot more invested in it” 
than they were in similar classes at the high school and that, in general, “people get 
more involved here [at GCC].” When asked whether the concern for appearances that 
troubled her at ARHS exists at GCC, Molly said, “There’s still some but not as much.” 
She thinks this is due to the fact that “people are more mature because they’re older” at 
GCC. 
The program has done what Molly expected, which is to “pretty much just help 
me get college credits and classes that I’m more interested in for my eventual goals.” 
About the ETP and her current life, Molly says: 
It’s done me so much good because, I felt like a monotonous robot, getting up 
every morning and going to school at the high school, like and it doesn’t feel 
like that, and I feel more alive and, the first semester I came here three days a 
week so I could work more and now I’m only here two days a week, I have 
more time to work and have more of a life outside of school, too. 
When Molly was “really young” she planned to go to college, then for a while 
she decided she would not go, and “now I realize that you just have to, to be able to 
live.” After completing high school, Molly plans to transfer “to UMass and I’m going 
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into the hotel and restaurant program that they have.” She wants to own and operate a 
restaurant someday. 
Sarah Young 
Sarah Young is a slim 17-year-old with long black hair that waves slightly. She 
has even more rings and earrings than Molly, who is her best friend. Sarah dresses in 
black and wears casual, trendy clothing with simple lines. She has a sweet face and a 
lovely smile and brings to mind Wednesday Addams, the young daughter of the cartoon 
family. Sarah seemed ill at ease, particularly at the start of the interview. Her manner 
was slightly wistful and reserved, completely different from Molly. As friends, their 
styles seem to complement each other. Sarah works part-time at the same place as 
Molly. 
Sarah spends “a lot of time with Molly and not much time with anyone else.” 
She enjoys some interaction with other friends, but “not too much because 
unfortunately pretty much everyone else just ends up getting on my nerves.” Sarah likes 
“to look at art and listen to music and really think about what it is about it that is getting 
to me.” Sarah also enjoys “sitting in the passenger seat of the car,” and “conversation 
with at least somewhat intellectual people. As long as something interesting comes up, 
I’m very happy with the situation.” 
Sarah lives in a small town near Amherst and is the youngest child in a large 
family; the next in line is nearly a decade older. Sarah does not have a close relationship 
with her siblings. She “used to be close with the 26-year-old one,” but says that now: 
I’m becoming more of a person who they might want to interact with and it’s so 
sad.... The only thing we can think to talk about is my classes and ... I don’t 
mind talking about my classes, but if that’s the only thing that you can talk to 
your siblings about that’s really impersonal. 
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Sarah’s mother “studies feng shui, has gardens, and yeah, she maintains the 
house and all that stuff.” Her father is a professional whose job requires him to travel a 
great deal; he “works on shifts so he’s gone for months at a time and home for months 
at a time, so it’s either a whole lot of dad or no dad at all.” It has been this way her 
whole life and she is “kind of numb to the trauma of it.” Her parents “hoped that 
everyone would go to college because we all have trust funds, so it makes a lot of sense 
that we could use them,” but only one of her siblings has graduated from college, and 
that was just two years ago. 
Sarah’s educational history is unusual: “I tried home schooling, and I’ve gone to 
[another part of the country] to try a different kind of school and lived with my grandpa 
and my aunt who were schoolteachers so it was a very school focused environment in 
the house.” She “absolutely hated” ARHS, which is why she tried the other options. In 
her opinion, the high school is 
a horrible place. It feels like a jail. The timing of everything is so strict. The 
teachers are so inflexible, that their attitudes, like, they can’t really help but be 
flexible with the assignments because nobody hands anything in on time, 
because they can get away with that because they’re obnoxious high school 
students. And it’s such a scene. There’s so many cliques, and the drama, the 
melodrama. It’s such a just dirty atmosphere. I really could never stand it. 
She shares Molly’s impatience at being bothered by other students while trying 
to make her way from class to class in crowded corridors: 
Walking down the halls people were screaming and just like horsing around, 
standing in the middle of everything and you have three minutes to get to your 
class, and just, “What are you doing? Don’t talk to me, just go sit in your chair.” 
Sarah was home-schooled for half the year when she was in middle school: “I 
had like emotional problems because of it, but I got through the work just fine. So I 
went back to school after that.” The problem at that point was the isolation, she was 
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“just in the house with my mom all day every day and it was not fun.” Sarah was at the 
middle school in Amherst for the remainder of that year. She “went to the high school 
for ninth grade and first trimester for tenth grade, and then home schooled for the 
second and third trimesters.” She admits that “something terrible” at the high school led 
her to choose home schooling, but says “I honestly don’t remember” what it was. She 
just knows she was not happy there. 
Sarah spent the next school year with her grandpa and aunt, attending high 
school in a much different environment than at ARHS: 
There was a dress code, and they had academies, and it was what I thought a 
private school would be kind of like. It was really focused, so I got a lot out of it 
just because of that, and I decided I wasn’t going to be, like, offended by how 
strict everything was. I was just going to, ok, that’s just how it is, that’s fine. 
She interacted with people during the school day, she says, but did not see 
anyone after school: “I would go home and I would do my homework.... It was my aunt 
... [who influenced me]. She’d grade papers and I would write my papers.” While she 
was away, Sarah “was on the honor role for the first time. It was good.” 
She was not happy there because her home and family were in Amherst. She 
wanted to come home, but did not want to go back to ARHS. In addition, when she 
home schooled in tenth grade, Sarah “didn’t do anything at all so ... didn’t get any 
credits and had to stay back.” Consequently, she would have had to spend an additional 
year in high school if she did go back. One choice would have been to drop out of 
school, but “I would never let myself do that; I would call it home schooling if I was 
going to drop out.” 
Sarah learned about the Educational Transitions Program through her sister: 
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My sister actually had gone to talk to Mr. [Miller]. He was her old guidance 
counselor and he asked how I was doing, and she said “really well,” and then he 
brought up the program, and he was like, you know, “if you mention this to 
her,” and whatever, “I can guarantee that she’ll get in.” 
Sarah saw the ETP as “a so much better option” than any other she had considered. Her 
parents sent her the application materials. She applied and was accepted to the program. 
Sarah thinks the ETP is “awesome.” She likes it in part because “nobody can tell 
that you’re just a high school student, so there aren’t any ideas about you, like I need to 
baby-sit you because you’re fooling around in class.” She did not “fool around” in her 
high school classes, but says “it would drive me crazy” when other students did. Sarah 
is pleased just to “have everybody in a class because they want to be there. Nobody’s 
being forced. They want to do the assignments.” She believes that is what makes her 
“so much happier here” than at the high school. 
Sarah’s grades at GCC are “okay.” She did get one deficiency notice, but thinks, 
“it’s really just the structure of the class” that was the problem and also believes that 
having Molly in her classes is a distraction. Her dad told her it was okay “if I’m not 
doing great in college right now, because I’m really still in high school, so like I’m 
learning the college experience before I get there.” She sees this as “an uplifting way of 
thinking about it.” 
Sarah sometimes feels a little uncomfortable because of her age, but says “the 
other students are fine, like I’ve never been harassed or insulted or anything like that,” 
and the professors have all “been very nice.” She likes “being able to come and go as 
you please,” and has classes only on Tuesdays and Thursdays so she can work the rest 
of the week. This makes it difficult for her to attend the bi-weekly luncheons, which are 
on Wednesdays. She thinks they are “kind of pointless” anyhow, but understands they 
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happen “pretty much just so Mr. [Miller] can see us.” She appreciates the ETP staff, and 
in particular thinks Karen West is “awesome,... really helpful with making schedules 
and like knows what’s going on, and ... isn’t like cheesy about it.” 
For Sarah, one of the benefits of being at GCC is that “I can know a lot of 
people and have enjoyable conversations, but it’s not... [like] at the high school... 
[where] I really didn’t like what anyone had to say, because it was all gossip.” She says 
she “was a lot more closed off in high school. I didn’t even bother listening to what 
anyone had to say. Huh, I hadn’t realized that before.” 
Sarah is grateful to the ETP for “getting us out of an environment that wasn’t 
enjoyable, the high school.” In her opinion, all the schooling she had before college was 
preparing her for a next level of schooling. Conversely she views GCC as “a place that 
we can see what we’re doing is contributing to something that will eventually help in 
our futures, like get us somewhere, not just doing busy-work and being babysat at a 
high school.” Overall, she feels “more excited for my future because of this” 
experience. Her future includes completing the ETP to earn her a high school diploma, 
completing an associate degree in early childhood education at GCC, and transferring to 
UMass to earn a degree in business, so she can “have a daycare or something.” 
Nancy Foy 
At 16-years-old, Nancy Foy is the youngest of the four ETP students who 
participated in this study. She is also the only one from Greenfield High School. Nancy 
has long, straight dark hair and a round, sweet face. She is plump and dresses simply in 
generic jeans and shirt. Nancy is very quiet and shy but composed. There is a sense of 
underlying strength about her. It was difficult to get her to talk in more than 
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monosyllables, and when she did, she spoke evenly and directly, wasting no words. 
Nancy works at a local business and had to cancel her interview twice because she was 
unexpectedly called to work. When the interview finally took place, the semester had 
ended and Nancy made a special trip to GCC for the meeting. 
When asked about her interests, Nancy said one thing she likes to do is 
“absolutely nothing.” She also goes to school, drives around with friends—“We go to 
the mall and just hang out.” She likes to bowl and spends a lot of time with her 
boyfriend. She also likes “to make things.... I like to make up meals. I like to make up 
songs. When I do the dishes, I make up songs.” 
Nancy is the second of four children whose parents do not live together. She has 
an older sister who “got pregnant and dropped out and then she went to some mother- 
place where you get your GED and they take care of your kids and stuff.” Her sister is 
going to go back to school, but Nancy believes she is doing so for the wrong reasons: 
just “because my dad has to pay for it.” Nancy also has two younger brothers: “In the 
middle of the first semester [in the ETP], my mom and brothers moved” more than a 
thousand miles away, Nancy says, and “I moved in with one of my friends and her 
parents.” Living with them is not working well for Nancy because her friend dropped 
out of school and “if I’m feeling down, if I’m depressed, then she can get to me.” Nancy 
may be moving back in with her mother and brothers soon, since they recently moved 
back to the area. Nancy’s father lives on the New England coast and she does not see 
him often. 
Nancy did not “do good at the high school. It’s too social, and I wasn’t being 
challenged enough.” School was fun for her until eighth grade, but in ninth grade, she 
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“started not doing good. I started skipping classes every day and just not going.... I 
think I just lost interest.” She did not feel that what she was doing in high school “was 
something that I needed,” and cites gym class as an example. She also says she was 
bored in school and that some of the classes were easy. Nancy acknowledges that “once 
in a while, like physics, that was challenging,” but she admits, “I had my boyfriend in 
my class, so I didn’t do anything anyway.” 
Nancy thought Greenfield High School was terrible and “such a childish 
environment.” When asked what was terrible about it, she answers: 
I think all the teachers, they don’t respect you until you become friends with 
them, and you don’t want to because they don’t respect you. And the way the 
kids are there, like the cool crowd, the losers, they’re not nice. 
Expanding on her feelings about the high school teachers, Nancy says: 
If you’re a smoker, they have a very big problem with that. If you smell like 
smoke, they send you to the office.... And if you’re like a minute late to class, 
you would get a detention. You have to walk from this end, then to your locker, 
and then to this end. Obviously, you’re going to be late. 
She admits that not all the teachers were like that, and says “the ones that cared” looked 
at you like a person and tried to help. 
Nancy’s friends at GHS were the “Troublemakers.” She stresses that “I wasn’t, 
but my friends were.... They were always getting in trouble and getting suspended and 
detentions and [things like that].” She insists they were not trying to aggravate anyone 
or intentionally cause trouble, “They were just doing what they wanted to do.” Nancy 
recognizes her Troublemaker friends’ influence on her: “All my friends there, if they 
wanted to go skip a class and they’d ask me to do it, then I’d go with them, and get in 
trouble for it.” Her friends from this group have all dropped out of school, Nancy says. 
She admits almost dropping out of school herself at one time: “I was going through a 
118 
phase where I wanted to because of... [health problems]. I was just going to give up, 
but I’m not going to.” 
Nancy found out about the ETP from Gail Olsen. She says her mom “was really 
upset when I was thinking about [dropping out]” and that her whole family is very 
proud of her for being in the ETP. She has just completed the equivalent of her junior 
year of high school and thinks she has “about a year and a half left” in the ETP. Her 
plan is that “by the time I graduate from high school, I should graduate from here 
[GCC] with my associates degree.” 
Nancy likes being in the ETP. For one thing, “it’s not so ‘You have to go to 
class.’ It’s not like that here, so it makes you want to go.... I like that.” She expected to 
be more challenged at GCC than at the high school and thought this would “help me be 
more interested in school.” She has found that some of the classes at GCC, introductory 
chemistry, for example, were “really easy,” Others, like American history, are a 
challenge, but not academically: “It was boring, so I didn’t want to pay attention,... but 
I have to take the class to graduate,... [so] I pulled through in the end.” 
The ETP has “made me grow up,” Nancy thinks. “I had to take on the 
responsibilities since someone wasn’t there telling me to go to class every day.” This is 
not what she expected: “I thought I would still be skipping classes. But, if I do now, 
even if I’m sick, I still feel bad about it because it’s my fault.” Her age has not been an 
issue at GCC. She says “a lot of people don’t know I’m 16. They think I’m old,... like 
18 or early twenties.” 
Her only disappointment is that “I kind of miss talking with people and having 
friends.” She has not made friends at GCC because “I’m a quiet person. I’m very shy.” 
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In some classes, the instructor has had students work in groups, which has given her the 
opportunity to interact with classmates, but she says, “I never talked to anybody outside 
of class.” She thinks this is because “either people are coming here with friends from 
high school, or they’re just coming to get their classes done, so they’re not really 
looking for friends.” Nancy is looking for “maybe one” friend at GCC, and believes it 
might happen because “I’ve opened up more this semester and I started talking in class 
and stuff, and saying my opinions. Not a lot, but... I’m coming around.” 
The ETP has been good for Nancy, and she is looking forward to next year. She 
has not always thought about going to college, although she did when she “was little,” 
and she thinks about it now. When she was a small child, she wanted to be a vet, but 
now realizes she could not do that because, “I can’t put animals to sleep.” Her current 
goal after she completes her associate degree at GCC is to continue her education. Her 
career plan, she says, is to be “either a lawyer or a forensic scientist, I think that’s what 
they’re called.” 
Leah Green 
Leah has a wiry, athletic build and light brown hair, cut very short. She has a 
healthy appearance that is reinforced by her clothing, which looks like it could have 
come from an Eddie Bauer or Patagonia catalog. Leah has an intensity about her that 
shows even as she sits “relaxed” for the interview. She seems ready for action. Her 
intensity is evident in the tone and timbre of her voice as well as in her words and 
phraseology. 
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Leah is 17 years old and lives with her parents, both of whom work in the social 
service field. Leah has two siblings, a brother and a sister, one of whom is a foster child. 
Describing herself, Leah says: 
I’m really energetic. I love doing ... lots of things. I love being outdoors,... 
that’s sort of an essential thing for me. So I really like group things,... project 
TEME’s here. That’s been really, really important, especially this year as a 
supervisor; it’s been a really important community for me.... I also like to, you 
know, sit in a comfortable chair, and, like, 1 love reading and I paint and I do 
photography, and I play guitar,... and I like just hanging out. 
Leah “came out” in ninth grade: “That was definitely something that was a big 
deal, in terms of both what was going on in my own head and what was going on in 
how other people perceived me.” She thinks ARHS is “a really, really good school if 
you’re the round peg that fits into the round hole” and recognizes that “some of my 
challenges [at the high school] corresponded to both my own struggle and how other 
people reacted.” Overall, she says, ARHS “just wasn’t a good school for me.” She 
explains: 
I think that a lot of what I had trouble with was just the environment and the role 
that high school students get stuck into. There’s very little responsibility that 
you’re allowed to take for yourself,... not even expected to, but really allowed 
to. It drove me nuts that I was responsible for so many pieces of my life and yet 
like I could be asked for a pass when I was going to the bathroom during class, 
that kind of thing. And that it wasn’t okay to miss a class if I was reading in the 
library or whatever, but it was okay as long as I got a note from my parents 
saying I was doing whatever. And I just felt... like I was responsible, I got my 
work in, and I had a really hard time dealing with all that stuff. I also had a hard 
time with the social scene there, and ... I was kind of bored for the most part in a 
lot of my classes and so it was really hard to be doing things when I felt like I 
wasn’t getting much out of it. 
Leah was not passive about her educational needs at ARHS. She “didn’t like the 
school. [She]... had done a lot to kind of try to find a better way ... to go through” it, but 
was frustrated by “just so many layers of bureaucracy and a lot of places where I felt 
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like people kind of just... strung me along or wouldn’t quite give me a straight answer.” 
Ultimately, she realized that “everything was by the rules and by the books, even if any 
given situation didn’t need to be that way for it to make sense,” and she began looking 
for an alternative. 
Leah did not want to get a GED, because “in the grand link a GED doesn’t look 
the same; it doesn’t get you the same places” as a high school diploma. Conversely, “I 
knew I wanted to go to college,... [but] wasn’t necessarily that invested in getting my 
high school diploma if 1 was already [in college]. Her parents “weren’t at all concerned 
with my high school diploma,” but neither did they want her choice “to be a dead end.” 
She: 
was looking at all my options for getting out. I was looking at the possibility of 
home schooling. I was looking into dual enrollment, but a way to take more than 
just a couple of classes like at UMass, and also the performing arts high school 
in Hadley. And then I found out about this program. 
She heard Andrew Miller “talk about this program at GCC ... [that] sounded like a place 
where I would feel good about being and it’s definitely worked out that way.” 
Leah’s “sole goal coming into it [the ETPJ was I just needed to get out of the 
high school, but I wasn’t ready to drop out.” She was doing well academically, but “was 
not happy and was not enjoying what I was doing." She joined the program for her 
junior year of high school and describes her first day at GCC as a wonderful experience: 
I expected to like it here. I remember my first day here really well. I felt, I was 
like a kindergartner, you know like getting off the bus and like going here and 
like I had my backpack and I was just like ready to go. I was just really excited. 
I remember like I went home and saw my mom, and then, you know, ran into 
one of my friends and I was like, ‘and I went to this and I did this, and I had this 
class and that class,’ and I felt like I was coming home from kindergarten and 
describing like the new friends I had made at recess.... So I was definitely really 
excited about it. I was really excited for a fresh start and just so happy that I 
wasn’t at the high school. 
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The ETP “is really just pretty perfect for me,” Leah says. She has “had a really 
good time” at GCC, in part because of the people, who “come to GCC from so many 
different places and walks of life and experiences.” She believes people at GCC “want 
to be here, because they’ve made sacrifices to be here and are making that decision to 
like actively participate in their education,” which she thinks is “a really different thing 
than high school.” Leah has “found ... people to be so much more open and ... [willing) 
to get to know me.” She has “made many good friends here in the community college,” 
and believes the “number one reason is because I’m happy here and I was miserable at 
the high school, so I kind-of walked around looking at the floor.... I didn’t want to be 
there, so I... distanced myself.” 
Age has not been a barrier to her at GCC “because there’s such a wide breadth 
of both age, and certainly the number of semesters (someone has been] here doesn’t 
matter at all.” She admits, “There are still divisions based on age. Adults are more likely 
to ... hang out with other adults and college age students are more likely to hang out 
with each other,” but, in her experience, interests are more important than age. Her 
“close group of friends” ranges in age from her, the youngest at 17, to “the oldest of our 
close group,” who is 35. Their connection is through project TEME: “We’re all sort of 
tied together by TEME in some facet or another and like that’s sort of the central core 
of us.” Leah has taken a leadership role in TEME this year. 
The only part of the ETP Leah does not like are the weekly appointments and 
the luncheons. She “always checked-in,” but it was the one thing in the program she 
“had a weird time with.” Reflecting on her overall experience with the ETP and GCC, 
Leah says: 
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I really feel like it’s really restored my love of education.... Like I always knew 
that I really was someone who liked school.... But then for a long time, like for 
junior high and high school at least, I hated school. But it sort of just became, ‘I 
know that I like learning,’ but I kind of felt like my years at Amherst were sort 
of beating that out of me until I was really just, like I was doing less and doing 
what I had to do to get by, kind of. And so I think that now having had this 
experience, and I feel like I sort of got here just in time, that I love being in the 
school, and I’m excited about where I’m going next year, and I’m excited to be 
in school. I’m not eager to get out of school, and ... to like what I’m doing is 
really amazing. 
Leah recently graduated from both Amherst Regional High School and 
Greenfield Community College. She currently attends a small, progressive, 
environmentally-focused four-year college with a “really green campus.” She’s “really 
excited about it,” but says, “I don’t think I’m done with GCC. This is a place that I 
definitely think I will come back to.” 
Putting It All Together 
The students’ words support much of what high school and ETP staff have said 
about the program. They also illuminate additional benefits of the ETP. This section 
explores several themes that describe the program’s benefits to students. High school 
and community college staff beliefs about how students benefit from the program are 
also examined to find commonalities and differences between staff perceptions and 
what students have shared about their own experiences. The section concludes by 
comparing student themes developed in this study with benefits of the program outlined 
in the ETP brochure. 
Themes 
Nine themes that describe and connect students’ experiences in the ETP emerge 
from the student interviews. Some themes are closely related but are discussed 
separately to highlight their individual importance to students’ experiences in the 
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program. The themes are: (1) earning dual credit, (2) gaining independence and 
responsibility, (3) affective issues: attitude, feelings and beliefs, (4) social issues: 
belonging and peer groups, (5) relief from high school structure and rules, (6) influence 
on goals and plans, (7) earning a high school diploma, (8) being respected and (9) 
transitioning into college. Each theme is explained in the context of student experiences 
and staff perceptions. 
Earning Dual Credit 
One of the main benefits of the ETP is that courses earn dual credit. Molly says 
she is no longer wasting her time in high school, now that she is earning credit that can 
be transferred to UMass Amherst. Sarah and Nancy both want to use their credit toward 
associate degrees at GCC before transferring to a four-year college or university; Leah 
already has done so. Sarah feels she is preparing for the next level of her life rather than 
still doing “busywork” as she had in high school. Andrew Miller also believes that 
earning dual credit replaces high school “busywork” with “meaningful work,” while 
Karen West says the dual credit they earn encourages students to go on in school. 
Gaining Independence and Responsibility 
Students benefit from the increased responsibility and independence afforded 
them in the ETP. Molly and Sarah say they are happy to attend school only two or three 
days a week, so they can work the other days. Sarah appreciates being able to “come 
and go as she pleases.” Nancy is surprised at how responsible she wants to be now that 
she has the freedom to decide for herself whether or not to attend classes. Leah says she 
enjoys the autonomy she has at GCC and the freedom to be responsible, as she has been 
in project TEME. Andrew Miller believes students benefit from the control they gain 
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over their time, and Shirley Barnes cites having a flexible schedule and a greater level 
of independence as benefits to students. Linda Dean thinks the looser structure and 
fewer rules—no need for hall passes, for example—are benefits to these “high school 
misfits” who craved the freedom they have in the ETP. 
Affective Issues—Attitude. Feelings and Beliefs 
Molly says she no longer feels like a monotonous robot and has a renewed 
interest in earning a college education. Sarah is much happier and is excited about the 
future. She realized recently that she is not as closed off as she used to be and thinks 
other GCC students’ desire to be in school has affected her own attitude. The ETP has 
helped Nancy grow up. Leah is happy again and has a restored love of education; she 
has reengaged. Karen West believes participating in the ETP changes students’ beliefs 
about education and their options for the future. Andrew Miller says the environment at 
GCC “doesn’t push their buttons” like high school did and that GCC fits these students 
better than high school. 
Social Issues—Belonging and Peer Groups 
Molly fits in at GCC much better than she did in high school and says she has 
met interesting people there. Sarah enjoys conversations with other students rather than 
avoiding them as she had in high school. She sometimes feels self-conscious about her 
age, but others do not seem concerned by it. Nancy misses her high school friends.72 
She believes that due to her shyness, she has made few friends at GCC. She says she is 
beginning to open up and thinks she will make at least one friend soon. Leah no longer 
They are the ones who dropped out of GHS, so she might be lonely even if she was still at the 
high school. 
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walks around looking at the floor. She is happy at GCC largely because of the people 
and relationships she has developed there. Linda Dean sees the ETP as a social escape 
for students who do not conform to high school norms. Andrew Miller thinks students 
who have outgrown or been alienated by high school peers often connect with new ones 
at GCC, while Nick Reynolds says GCC is a good fit for high school students who get 
along better with older students. 
Relief from High School Structure and Rules 
For students, this is one of the most important benefits of the program. They 
have escaped from high school. High school was a prison for Molly, and the ETP has 
saved Sarah from returning to the high school she hates. Nancy appreciates the fact that 
the ETP has freed her from high school, and when she is asked why she chose to enroll 
in the ETP, Leah says it was to get away from high school. Andrew Miller thinks that 
for ARHS students, “getting out of here [the high school 1” is a benefit of the ETP, 
Shirley Barnes believes students enjoy the greater freedom they have at GCC and Linda 
Dean says the more open, less structured environment of the community college is an 
improvement over high school for these students. 
Influence on Goals and Plans 
Each of the four students acknowledges that her ETP experience has had an 
effect on her goals and plans for the future. Nancy is thinking seriously about going to 
college, and the other three all have definite plans for doing so. All four have a more 
positive attitude about their education and more confidence about their college and 
career prospects. Karen West believes students’ ETP experiences have gotten them 
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excited about their educations again and have encouraged them to plan for and pursue 
their goals for the future. 
Earning a High School Diploma 
Molly, Sarah and Nancy each admit they have considered dropping out of 
school. Molly says she would not have dropped out. Sarah agrees with that sentiment, 
but admits she would have left school, “called it home schooling” and effectively 
dropped out. Nancy nearly did drop out of high school before she found the ETP. Leah 
was the only one of the four not invested in getting a high school diploma and the only 
one who did not consider dropping out of school. She has always been sure she will go 
to college and this, rather than a high school diploma, is her goal. Andrew Miller 
believes few ETP students would have gotten a diploma without the program, and other 
staff members also see it as a primary student goal, one that is achieved by many. 
Being Respected 
Students did not feel respected at their high schools and believe they are at 
GCC. Molly explicitly says she is respected at GCC, and Sarah declares she is not 
“babysat,” treated like a child, at GCC. She and Nancy say their instructors assume they 
want to be in college and expect them to do their work. In the ETP, adults generally 
treat the students like human beings, with respect, says Andrew Miller. Shirley Barnes 
and Linda Dean agree that ETP students are respected at GCC in ways they may not 
have experienced in high school. Karen West’s analogy is that students want to decide 
for themselves when to go to the bathroom. In the ETP, they can do so. In high school, 
they could not. 
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Transitioning into College 
The ETP can provide practice, a rehearsal, for being a “real” college student. 
Best friends Molly and Sarah consider one of the benefits of the ETP to be, as Molly 
describes it, a transition between high school and college. Sarah’s father suggests she 
think of it as a way to get experience with college before attending as a matriculated 
student. 
A Summary 
From the perspective of the participants in this study, the ETP has a variety of 
benefits. They include benefits to each group of participants: ETP students, their high 
schools and the college. Since it is a program for students, the benefits to them are 
especially important. A large part of the chapter was devoted to students’ sharing their 
experiences and to developing the themes that summarize what they and other 
interviewees believe are the ETP’s benefits to its students. These themes closely parallel 
several potential program benefits listed in the ETP brochure. According to the 
brochure, the overarching goals of the ETP are earning dual credit and earning a high 
school diploma, two of the themes identified in students’ stories and staff interviews. 
The brochure also suggests several additional program benefits that are similar to 
themes developed from student interviews in this study. They are: 
“The social environment” (Educational Transitions Program, 1997a) stated in 
the brochure is similar to the theme of “Social Issues—Belonging and Peer 
Groups” 
“Being treated like an adult” (Educational Transitions Program, 1997a) stated in 
the brochure is similar to the themes of “Being Respected,” and “Relief from 
High School Structures and Rules” 
“Taking responsibility for their futures” (Educational Transitions Program, 
1997a), and “experiencing the freedom to learn and think independently” 
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(Educational Transitions Program, 1997a) stated in the brochure are similar to 
the theme of “Gaining Independence and Responsibility” 
“Expanding students’ (Educational Transitions Program, 1997a) views of 
themselves and their futures” stated in the brochure is similar to the theme of 
“Influence on Goals and Plans” 
“Gaining confidence” (Educational Transitions Program, 1997a) stated in the 
brochure is similar to the theme of “Affective Issues—Attitudes, Feelings and 
Beliefs” 
Similar to the current themes, the benefits stated in the brochure were developed 
from ETP students’ own thoughts about their experiences in the program. The close 
relationship between the potential benefits outlined in the brochure and the current 
findings reflects a high level of consistency in the way students describe what the ETP 
has done for them. Chapter 5 completes the analysis of the ETP’s successes and 
strengths that was begun with students’ interviews in the current chapter as well as 
describing problems and challenges the program has experienced. 
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CHAPTER 5 
STRENGTHS AND CHALLENGES 
Introduction 
Chapter 5 evaluates the Educational Transition Program’s (ETP) strengths and 
the issues that challenge it. The words and perspectives of students, ETP staff and 
participating high schools’ staff provide a foundation for this discussion, which expands 
on the individual participants’ perceptions of the ETP by including an analysis of the 
program from the broader perspective of the current study, which brings together 
individual perspectives and strengthens them with support from the literature. 
The chapter examines how well the ETP has achieved its original goals, 
describes the ways in which students have been successful in the program and outlines 
the positive effects the ETP has had on GCC and participating high schools. It also 
describes factors that have contributed to the program’s successes. The chapter then 
considers the program’s challenges: the problems, disappointments and failures 
experienced by participating high schools, students and the college, and considers 
factors that have contributed to these challenges. The chapter also explores any 
unexpected effects of the ETP that have been revealed in this study. 
Successes 
One way to evaluate the ETP’s successes is by looking at the program’s impact 
on its various participants. Measures of success differ among students who have 
participated in the program, and measures of student success are sometimes different 
from those that have accrued to participating institutions. For students, the ETP’s 
successes can be described essentially by looking at four factors: whether students 
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graduated from high school, earned dual credit, reengaged in education, or developed a 
more positive outlook. For participating institutions, the program’s achievements 
include a positive effect on enrollment figures and dropout rates, and by extension, a 
contribution to institutions’ fiscal well-being. On a broader scale, the ETP’s success has 
influenced educational opportunities for at-risk high school students across the 
Commonwealth. 
Defining Success 
Completing High School 
The ETP was established to meet the educational needs of academically able 
eleventh and twelfth grade students who failed to qualify for Massachusetts’ then new 
Dual Enrollment Program and were at risk for dropping out of school. Since students’ 
graduation from high school was a fundamental goal of the ETP, an analysis of the high 
school graduation rates of ETP students provides one measure of the program’s success. 
The analysis was conducted for this study using data compiled by the ETP over a seven- 
year period from 1995 to 2002. 
Table 1: Enrollment by High School, ETP Status, and GCC Status, 1995-2002 
ETP Enrollment Status GCC Status 
School Students Current E/N* Withdrew Completed Graduate Current 
ARHS 95 12 1 26 56 17 3 
NHS 15 0 0 13 2 0 0 
GHS 19 3 1 9 6 1 0 
PVRHS 1 0 0 1 0 0 0 
Total 130 15 2 49 64 18 3 
*Enrolled but never attended the program. 
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Table 1 contains program enrollment statistics for all participating high school 
for the years 1995-2002. During this period, 130 students from four high schools 
enrolled in the ETP, and 15 of these students were still enrolled when this analysis was 
completed.73 Sixty-four of the 115 students no longer in the program had completed it, 
with completion defined as graduating from high school while enrolled in the ETP. Two 
students enrolled but never attended the ETP, and the remaining 49 withdrew from the 
program without completing it. Of those who completed the ETP, 18 graduated from 
GCC concurrently with their high school graduation or would soon graduate, and three 
continued to attend GCC as regular college students (Educational Transitions Program, 
2002). 
Table 2: ETP Completion and Withdrawal Rates, 1995-2002 
School 
Number of 
Students 
Percent who 
Withdrew 
Percent who 
Completed 
Percent Completed who 
Graduated from GCC 
ARHS 82 32% 68% 30% 
NHS 15 87% 13% 0 
GHS 15 60% 40% 17% 
PVRHS 1 100% 0 0 
Total 113 43% 57% 28% 
Table 2 contains the program completion and withdrawal rates for the students 
no longer enrolled in the ETP. It includes the rate for the program as a whole as well as 
73 The 130 participants include four pre-ETP students, and the 15 students still enrolled include 
two pre-ETP students. Pre-ETP students are taking developmental courses to prepare for the program but 
are not technically ETP students. Since the program staff oversee them and monitor their progress at 
GCC, they are included in ETP statistics kept by the college. 
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for each participating high school. The two students who enrolled in but never attended 
the program have been omitted from the analysis. 
Overall, 57% of the students no longer enrolled in the ETP completed it, and 
43% withdrew without completing the program.74 Of the students who completed the 
ETP, 28% graduated from GCC concurrently or would soon graduate. How likely 
students were to complete the ETP varied significantly between participating 
institutions. This corresponds with what has previously been learned about high 
schools’ satisfaction with both their institutional experiences with the ETP and their 
students’ individual experiences in the program. A substantial proportion of Amherst 
Regional High School students succeeded in the ETP. Of the students not still enrolled, 
68% had completed the program, and the remaining 32% withdrew from it. Thirty 
percent of those who completed the program graduated from GCC concurrently with 
their high school graduation or would soon do so. (Educational Transitions Program, 
2002). 
GHS students completed the ETP at a much lower rate than did students from 
ARHS. Of the 19 GHS students no longer in the ETP, 40% successfully completed it, 
and 60% withdrew. Seventeen percent—one student—who completed the program 
graduated from GCC concurrently (Educational Transitions Program, 2002).75 
74 There is no information available on whether students who withdrew from the ETP ever 
graduated from high school, but GCC staff believe many of them dropped out of school. 
75 Greenfield High School staff person Gail Olsen estimates that approximately half of GHS’s 
ETP students have completed the program, but unless all three students still enrolled complete the ETP, 
GHS’s success rate could be considerably lower than Olsen suggests. If this is the case, it brings into 
question how well the program serves their students’ needs and whether the cost of continuing to 
participate is worth the benefit to so few students. 
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Few Northampton High School (NHS) students completed the ETP. Of the 15 
NHS students who participated in the ETP between 1998 and 2000, only 13%—two 
students—successfully completed the program, and neither student graduated 
concurrently from GCC. Eighty-seven percent withdrew from the program without 
completing it. The one student from Pioneer Valley Regional High School who enrolled 
in the ETP in 2000 withdrew from the program without completing it (Educational 
Transitions Program, 2002). Since PVRHS’s participation in the ETP was minimal, 
their experiences figure only peripherally in the remainder of the current discussion. 
An overall completion rate of 57% with a corresponding withdrawal rate of 43% 
seems a relatively poor result, particularly when compared with the low annual dropout 
rates at each of the participating high schools: 2.4% for ARHS, 2.1% for NHS and 5.3% 
for GHS. To assist in understanding the ETP’s performance, these data are discussed 
together with two common measures of student academic attainment, high school 
graduation and GED achievement rates. Massachusetts has not traditionally used a high 
school’s graduation rate as a performance indicator, so it generally is not included in 
state or school reports as is the school’s dropout rate.76 Graduation rates by state are 
available from a variety of sources, but inconsistency in data gathering and reporting 
methods77 can make it particularly important to use a rate that is accurate and 
76 The state will now be required to do so under the No Child Left Behind Act (Massachusetts 
Department of Education, 2003h). 
77 The National Center for Education Statistics (NCES), for example, reports that for the 1999- 
2000 school year, excluding GED recipients, Massachusetts had a 4-year high school completion rate of 
85.5% (Young, 2002), and acknowledges that data collection and analysis methods are inconsistent 
across states. The Manhattan Institute for Policy Research’s Center for Civic Innovation cites a 75% high 
school completion rate for students in Massachusetts (using 1998 data from NCES) (Greene, 2001), again 
excluding GED recipients, and suggests that high school graduation rates are often overstated because 
they contain GED recipients and because of the methods used to determine them. 
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meaningful for a given situation (Greene, 2001; Hayes, Nelson, Tabin, Pearson, & 
Worthy, 2002). The graduation rate reported by National Dropout Prevention Center at 
Clemson University is based on the number of 18-24 year olds in the population who 
are not enrolled in high school and have not received a GED78 (National Dropout 
Prevention Center, n.d.-a). The group cites a 75.8% graduation rate in Massachusetts for 
the 1996-1997 school year79 ( National Dropout Prevention Center, n.d.-c) and a 
national high school completion rate of 76.8%, reporting that another 9.2% nationally 
had completed school by taking the GED or a similar equivalency test80 ( National 
Dropout Prevention Center, n.d.-a). The ETP draws students from a population who are 
not comparable to the general high school population, and it would be inappropriate to 
compare the overall ETP completion rate of 57% and the ARHS rate of 68% to either 
the national or state high school graduation rate. Since there is little information 
available on programs similar to the ETP that would lend itself to a meaningful 
comparison, the high school graduation rates are included to provide a context for 
considering the ETP’s performance. 
Similarly, GED completion rates can provide an additional framework for 
viewing the ETP. The GED is the most common means for students who drop out of 
school to earn a high school equivalency diploma, and it is an alternative three of the 
four student participants in this study considered and rejected before entering the ETP. 
78 It is lower than the type of rate often reported, which is a one-year, or event, dropout rate that 
commonly includes GED recipients. 
79 Calculated using numerical data from the NCES. 
80 Based on NCES information from 2001. 
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In 2001, 15,631 people participated in GED testing in Massachusetts, more than 40% of 
whom were in their teens {2001 GED statistical report: Table 3, 2001). Sixty-six 
percent of test takers received a GED {2001 GED statistical report: Table 2, 2001), 
which means the GED pass rate was higher than the overall ETP success rate but 
slightly lower than the rate for ARHS. 
While high school graduation and GED recipient rates provide loose framework 
for considering ETP completion rates, neither group is equivalent to the ETP in either 
student characteristics or educational experience. ETP results differ from high school 
graduation rates in that most ETP students were more likely to be among the dropout 
statistics at their high schools than to be among the graduates. Several had already 
dropped out and returned to school only to participate in the program. Twenty-five 
percent of the students ARHS sends to the ETP, for example, had dropped out of high 
school prior to enrolling in the program. A discussion of ETP and GED completion 
rates should take into consideration the very different educational experiences that 
contributed to each. In addition, any discussion that involves ETP completion rates 
should consider that two-thirds of ARHS’s students were successful in the ETP, and 
they were the school that sent the most suitable students to the program. 
For most dual enrollment programs nationally, little evaluation has occurred, 
and much of the research that has been published about programs is descriptive (High 
School Leadership Summit, 2003). A goal for the future for these programs generally 
and for the ETP specifically should be the development of standards by which they can 
be evaluated (Bailey & Karp, 2003). Even given the ability to evaluate more effectively, 
care should be given to create an analysis that includes a variety of measures of success. 
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For the ETP this would mean analysis that considers the students as individuals, each of 
whose success is important, and that takes into consideration other ways in which the 
ETP may be a success. 
Earning Dual Credit 
A second initial goal of the ETP was for students to earn college credit 
concurrently with completing high school. All four students interviewed for the current 
study acknowledge that “earning dual credit” through the ETP is helping them achieve 
their goals. Molly takes “college credits and classes that I’m more interested in for my 
eventual goals.” Leah finds in the ETP an opportunity to get away from high school that 
at the same time “was going to allow me to ... continue with my education.” Sarah’s 
course work at GCC contributes “to something that will eventually help in our futures, 
like get us somewhere,” while Nancy works toward her eventual goal: “By the time I 
graduate from high school, I should graduate from here [GCC1 with my associates 
degree.” Many of the students who participated in student surveys administered 
between 1995 and 2000 concur that earning college credit has made the ETP a success 
for them.81 
While tangible goals of the ETP such as earning dual credit and a high school 
diploma are unquestionably important measures of the program’s success, there are 
other indicators of the ETP’s effectiveness, with effectiveness defined as the extent to 
which the ETP has been a success for participants. Changes in students’ attitudes 
81 Even some of the students who withdrew from the ETP earned college credits while enrolled 
in the program. Arguably, everyone who earns college credits while in the ETP, whether or not they 
complete the program, experience at least a minimal level of college success as a result of their 
participation, which, of course, may have been balanced with an overall failure in the program. 
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toward their education, beliefs about themselves, and optimism about the future are also 
important. While these factors are less well-defined and are not as easily measured 
objectively as are graduating from high school and earning dual credit, they are still 
important to consider when gauging the areas and extent of the program’s successes. 
They are among the many benefits of the ETP to students, to participating schools and 
communities, and to Greenfield Community College. 
Successes for Students 
By enrolling in the ETP, Leah and Molly “just wanted to get out of the high 
school.” Sarah wanted to get “out of an environment that wasn’t enjoyable: high 
school,” and Nancy wanted to leave GHS because she does not “do good at high school; 
it’s too social.” For these students and a number of others, the ETP is the right place at 
the right time. The ETP with its college environment and dual credit is a convenient, 
acceptable way to leave high school without dropping out. 
ETP students’ descriptions of their experiences in the program reflect their 
appreciation of this opportunity as well as the effect it has had on their attitudes and 
beliefs. These effects can be classified in two broad categories: reengaging in education 
and developing a more positive outlook. Each is discussed in terms of the related 
themes from Chapter 4, supporting evidence from interviews with students who 
participated in this study, and information obtained from ETP surveys. 
Reengaging in Education 
Chapter 4 outlined several ways in which the ETP benefits its students by 
fostering their academic success. The program influences their goals and plans for the 
future, for example, by helping them rediscover a love of learning, motivating them to 
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continue their education, and encouraging them to think positively about career and 
other goals. Among the benefits of dual enrollment programs often cited in the literature 
is that they help “bridge the gap” (Boswell, 2000a) between high school and college, 
giving students the opportunity to do college-level work while in high school and 
helping them learn what college is like (American Association of State Colleges and 
Universities, 2002; Bailey & Karp, 2003; Finken, 2003). Some ETP students expressed 
the belief that this is so, that their transition to being regular college students will be 
smoother because of the foundation their ETP experience gives them. 
The ETP survey results show that students generally believe they have been 
more successful academically since participating in the ETP. As one student comments, 
“GCC is a place where I’m actually excited to be learning” (Educational Transitions 
Program, 1998a). Some say their success at GCC has encouraged them to want to learn, 
and others say they are now looking forward to the future and attending college at either 
GCC, some other college or both. Students write, for example, of enjoying a favorite 
course because of a great instructor, and of interesting material they especially 
appreciate because of its relevance to the “real world” (Educational Transitions 
Program, 2000). Overall, many students recognize that their association with the ETP 
has enhanced their chance for a successful educational future. 
Developing a More Positive Outlook 
In Chapter 4, students shared stories of their unhappiness in high school. They 
speak of feeling closed off, withdrawn and disengaged, and some even compare high 
school with prison or jail. Many say that in the ETP, they have found relief from the 
structure and rules of high school and that they appreciate the respect shown to them at 
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the college. Many say they enjoy friends and peer groups at GCC that they had never 
had at their high schools. Overall, participants express being happy, feeling a sense of 
renewal and having a more positive attitude about themselves and their abilities since 
being at GCC. One student writes, “I have discovered that I am not a lost cause, or a 
predetermined failure,” while another shares, “My teachers here have treated me like a 
responsible human being, and allowed me freedom academically. For the first time I 
feel like a student, not a burden” (Educational Transitions Program, 1998a). 
The ETP’s positive influence on its students is also a measure of the program’s 
effectiveness for high schools and GCC, but they are not the only ways in which the 
program has been effective for these groups. 
Successes for High Schools 
The ETP is a success for the participating high schools and GCC in several 
ways. These include providing an alternative educational option for at-risk students; 
providing an opportunity for public institutions to forge new or strengthen existing 
relationships; helping to maintain institutions’ enrollment, graduation rates and financial 
health; and helping to fulfill institutional missions. 
An Educational Option for At-Risk Students 
A fundamental goal for high schools is for their students to graduate, and what 
high schools do to achieve that goal is similar to the efforts a community college makes 
to fulfill its mission. For the high schools that participated in the ETP, the program was 
one of those efforts. Even though it has not been effective for all ARHS participants, 
ARHS staff person Andrew Miller says that “from the high school’s perspective, the 
program is a success.” If not for the ETP, “with one less opportunity for students, there 
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would be a number of students who wouldn’t graduate. They all would have much more 
of a struggle than necessary.” For GHS, the ETP is worthwhile because it has helped 
save a few students who had no other option and little chance of success. Gail Olsen 
acknowledges that the school has often sent “iffy” students to the ETP, “because we 
want them to have a shot” at success. Some of these students have succeeded in spite of 
the odds, and while Olsen is pleased at their success, it does not surprise her that many 
GHS students have not succeeded. In evaluating the ETP at GHS, an important policy 
question for the high school to consider will be whether the success of these students 
justifies the cost of participation. 
Strengthening Relationships Between Institutions 
Andrew Miller suggests that the existence of the ETP encourages collaboration 
between public institutions: “The beauty, one of the attractive parts to this [program] is 
that it was still public education. It wasn’t a charter school or something like that. It was 
using what already existed” to meet students’ needs. “It’s two existing institutions, 
they’re public institutions and this is a mechanism of wedding people here and the 
opportunity there.” Students from all area high schools attend GCC concurrently with or 
at some point after completing high school, for example, yet there is remarkably little 
communication or collaboration between local schools and the college, and the 
partnerships that do exist focus primarily on discreet, short-term projects. The 
administrative and geographic separations between institutions seem to have had a more 
significant influence on their relationship than have the students they share. 
“Different funding mechanisms and governance patterns” (Boswell, 2000b, p. 5) 
between K-12 and colleges often set them apart. Policymakers “increasingly believe 
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that these differences are creating roadblocks for students who are seeking to move 
between systems, and political pressure is growing to overcome these disconnects” 
(Boswell, 2000b). One means policymakers have used to encourage collaboration 
between high schools and colleges has been through the creation of dual enrollment 
programs (H. A. Andrews, 2000b; Boswell, 2001; High School Leadership Summit, 
2003).82 As an offshoot of dual enrollment, the ETP has given ARHS and GCC, and to a 
lesser extent GHS and NHS, an opportunity to work together to provide what neither 
institution could accomplish independently for students. Simply providing institutions 
with the opportunity to work together to keep these students in school, particularly in a 
publicly supported school, has been a success for the ETP. 
Enrollment. Graduation Rate and Funding 
NHS’s Nick Reynolds proudly states, “We have a very low dropout rate, very 
low attrition rate,” and acknowledges the importance of monitoring potential dropouts 
so they will not turn into dropout statistics for the high school. All high school staff who 
participated in this study recognize the importance of keeping students in school not 
only for the student’s sake, which is their primary concern, but also because of the 
negative impact dropout statistics have on the high schools. Even though not all 
students successfully complete the program, the achievement of those who are 
successful positively affects their high school’s dropout rate,83 which is submitted to the 
82 Potential problems associated with attempting to strengthen institutional ties through dual 
enrollment are discussed later in this chapter. 
83 To credit the ETP with this assumes these students would not have graduated without the 
program. While that is clearly Andrew Miller’s belief, it is beyond the scope of this study to attempt to 
determine whether these students would have graduated if they had gone, or did go, for those who left the 
ETP, back to their home high school. 
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Commonwealth annually and published in a document titled Dropout Rates in 
Massachusetts Public Schools (Massachusetts Department of Education, 2002a). 
Another way in which some participants believe the program is a success is that 
school districts can “count the dually enrolled high school student as an FTE (full time 
equivalent) or ADA (average daily attendance) student for purposes of generating state 
support” (Boswell, 2001, p.10). The high school receives the same state-mandated 
funding for ETP students as they receive for students attending the school full time, 
students gain an opportunity for academic and social success, and the high school keeps 
a portion of their allocation for the students without the expense of educating them. 
As an example of how this might work, school expenditures for 2001-2002 
averaged $8,005 per pupil in Massachusetts (Education Week, 2003),84 with the per 
student expenditure varying from district to district. Amherst expenditures averaged 
$9,404 per student, Greenfield’s $7,855, and Northampton’s $7,50585 (Massachusetts 
Department of Education, 2003g). The only direct cost high schools paid for the ETP 
was the $1,000 per student per semester (or, $2,000 per student per year) program fee. 
Viewed this simply, the high school paid less for a student to participate in the ETP than 
it would have spent to educate the student at the high school. For ARHS, the supposed 
savings would be $7,402; for NHS it would be $5,507; and for GHS it would be $5,855. 
This analysis does not take into consideration a number of additional costs 
associated with the ETP. Costs for busing—when it is provided, for high school staff 
84 Recall that much of the money comes from town funds, and the remainder from the state. 
85 Even though NHS was no longer participating in the ETP in 2002, they are included in the 
discussion because of the contribution their experiences and perceptions bring to a full discussion of the 
ETP. 
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time, and for other expenses potentially related to ETP participation are not included in 
this analysis, nor is the $70 per credit in tuition and fees covered by the state.86 Neither 
does this analysis recognize that school funding and spending are complex, and 
evaluating the effect on the school budget of sending students to the ETP is not this 
straightforward. Average per pupil cost does not reflect the actual amount spent on an 
individual student. It merely provides a convenient way to present and compare school 
expenditures. Public schools are challenged to meet the needs of all their students 
within tight budget constraints, and any amount a school pays to an outside service 
provider decreases what they have to meet the wide variety of needs within the 
institutions themselves. Even if sending a student to the ETP costs less in theory than 
keeping the student at the high school, or than seeing the student drop out, it may not be 
a decision policymakers at the school feel they can afford to make. 
Successes for GCC 
Enrollment. Graduation Rate and Funding 
GCC benefits in some of the same ways as high schools do when a student 
enters and completes the ETP. One benefit is that, at the same time that high schools 
can include ETP students in their enrollment rosters, GCC can legitimately include 
them in the college’s enrollment statistics.87 Another benefit for the college is that a 
number of students have remained at GCC or returned after graduating from the ETP, 
so the program has been, although on a very small scale, a successful recruitment tool 
86 A more comprehensive analysis of program costs and benefits is presented later in Chapter 5. 
87 Dual Enrollment and ETP students are accounted for separately from regular students, but do 
contribute to the college’s regular enrollment numbers. 
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for GCC. This is not unusual. Others involved with the development and 
implementation of dual enrollment initiatives also recognize that high school students 
who begin in a dual enrollment program may remain at the community college to 
complete a degree after they graduate from high school (American Association of State 
Colleges and Universities, 2002), or that because of their academic success in the 
program, begin to see a place for themselves as college students (Catron, 2001). Add to 
this the financial benefit of the additional enrollment and GCC could plausibly measure 
the success of the program simply in terms of the number of former ETP students 
enrolled at the college and the number of dollars generated from their enrollment. In 
addition, those who graduate from GCC are included in GCC’s graduation statistics. 
Fulfilling GCC’s Mission 
The community college defines its responsibility to its community through its 
mission. In supporting the ETP, GCC fulfills its mission of providing open-admission 
education in a small college environment to people in the communities it serves. As a 
small, rural community college, one of GCC’s greatest challenges is to provide services 
to the relatively small cohorts who need them. As is the case with the ETP, rather than 
assisting large numbers of students in its specialized programs, GCC attempts to 
achieve its mission by providing services tailored to the smaller groups of students it 
can attract and serve.88 As long as there are schools and students who participate in the 
ETP, the program influences GCC’s ability to accomplish this element of its mission. 
88 Examples of this include the Outdoor Leadership program described in Chapter 2, which 
enrolls a maximum of 20 students per year, and the Fire Science Technology program, which is critical to 
local firefighters but has fewer than 30 students in the major and rarely enrolls more than 15-20 students 
in its specialized courses. 
146 
A Model for Alternative Dual Enrollment 
If measured solely by the number of students who enroll and the number of 
schools that participate, the ETP has had very limited success. If measured in terms of 
the breadth of its influence on statewide dual enrollment policy, the ETP has been a 
great success. Although it was not an original goal of the program’s developers, the 
ETP influenced educational opportunities for at-risk high school students across the 
Commonwealth by becoming a pilot for the statewide Alternative Dual Enrollment 
program loosely based on the ETP model. This was both an acknowledgement of the 
usefulness of the ETP and a recognition that there was a broader need for such services. 
In developing dual enrollment programs, policymakers were initially influenced 
by concerns about the disconnect between high school and college (H. A. Andrews, 
2000a; Boswell, 2000b), the performance and academic standards of high schools 
(McCarthy, 1999), and the need they perceived to give academically inclined high 
school students a more productive senior year (American Association of State Colleges 
and Universities, 2002) and more challenging educational opportunities (Finken, 2003). 
When the Commonwealth limited the original Dual Enrollment program to high 
achieving students, it was consistent with what most other states were doing during that 
period: providing “a way to offer gifted students an academically challenging 
alternative to remaining in their regular age-graded high school programs” (Rogers & 
Kimpston, 1992). 
Decisions to broaden access to middle- and low-achieving students were 
influenced by arguments that the greater academic rigor of college courses would help 
prepare these students for success in college (Bailey et al., 2003), and that for at-risk 
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students, these opportunities could provide an environment that would be a better fit 
socially and provide them with an opportunity for academic success (Cullen, 1991; 
Cunningham & Wagonlander, 2000). Many states broadened their admission criteria to 
include lower achieving or at-risk groups, and supported by evidence that the ETP 
seemed to be working, the Alternative Dual Enrollment program was created in 
Massachusetts and the ETP was loosely incorporated into its structure. 
The ETP’s early success and its influence statewide had virtually no positive 
effect on the program’s enrollment or funding at GCC. On the contrary, Andrew Miller 
believes “that was the beginning of our downfall because we were so successful.” Once 
Alternative Dual Enrollment was established, 
there was one year where there was so much competition for the Alternative 
Dual Enrollment money, that we almost didn’t have our students funded. We ... 
appealed to Representative Storey and others, and it took some negotiations [to 
get the ETP funded]. ... I think the Alternative Dual Enrollment Program was 
becoming almost as popular as the regular Dual Enrollment, and the budgets 
kept on growing with them that I think ... when budget cut time came around, 
they were too big [and were cut].... There was really nobody to defend them. 
The ETP became one of many programs statewide for students who had not 
previously qualified for dual enrollment but one of the few that were not strictly 
Alternative Dual Enrollment programs. No preference of any sort was given to ETP 
students; they applied for the program’s limited funds on a first-come-first-served basis. 
As the Alternative Dual Enrollment program increased in popularity, maintaining 
funding for the ETP became increasingly more of a challenge. Proponents of the 
program, like Miller, advocated for it with legislators, with little success. To illustrate 
the difficulty of raising support for the ETP, Miller shares an experience he had when 
he 
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called up the state legislature this year about the [funding 1 cuts, and I spoke with 
one of the staff members.... 1 was trying to explain to them what dual 
enrollment was,... and she said ‘Well, up on the Hill, it’s referred to as the free 
college credits for rich kids program.’ So, that’s how they look at it. It’s not 
serving a need, if rich kids are getting free college credits. 
Although there may be some merit to the idea that dual enrollment programs 
provide free college credits to “rich kids,” in Massachusetts this has come about more 
through circumstance than intent. When dual enrollment programs began to develop in 
the mid-1980s, the laws that established them in many states attempted to remove “an 
historical inequity that predicated accelerated (college) course enrollment on a family’s 
ability to pay tuition” (McCarthy, 1999, § Abstract, 5 5) by providing dual enrollment 
opportunities at no cost to the student or family. There are currently a variety of ways in 
which dual enrollment programs are funded, from states paying the entire cost to 
students themselves paying for their dual enrollment courses (Bugler & Henry, 1998; 
Boswell, 2001), and the states that require students to pay for their college credits, can 
“perpetuate the elitist stereotype of gifted education” (McCarthy, 1999, § Tuition 
Payments, 5 8). 
By funding college tuition and fees, Massachusetts lawmakers attempted to 
design a program that avoided elitism and was accessible to all qualified students. Since 
funding is limited and dual enrollment programs are popular with students and families, 
funding has often run out and when it has, the only way for a student to participate has 
been for the high school or family to pay the tuition and fees. When this occurs, it 
effectively limits access to families or school systems that can afford to pay, creating a 
situation policymakers had been attempting to avoid, bringing credence to comments 
like the one made to Miller and making it difficult for him to sustain the program he had 
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helped to create. As a result, a program originally designed to be inclusive runs the risk 
of becoming just the opposite: a program that really does provide free college credit to 
those who can afford to pay. Policymakers need to be aware of such problems in their 
planning so that programs like Dual Enrollment and the ETP are open to all the students 
they are meant to serve. 
The ETP is a success for many of its participants in a variety of ways. Since “the 
Educational Transitions Program is for students at high-risk of not graduating from high 
school in the traditional sense” (Educational Transitions Program, 2002), each graduate 
is a success for everyone involved. For ETP students, the potential reengagement in 
learning and improvement in outlook are a bonus. For participating high schools, the 
positive impact on schools’ enrollment and funding is an added benefit, and the college 
profits from the enrollment and funding the program brings. Finally, on a more 
comprehensive level, the program successfully influenced statewide dual enrollment 
policy by modeling a plan for an innovative educational option for at-risk students. 
Having reviewed the ways in which the ETP has had some level of success, factors that 
have contributed to the program’s successes are considered next. 
Factors Contributing to ETP Successes 
It is Not High School! 
One of the most basic reasons the ETP has worked for students is that GCC is 
not high school. Molly, Leah, Sarah and Nancy all say they are in the program to get 
away from high school. The goals of students who participated in the ETP surveys 
mirror those of these four young women. The program provides a place and structure 
that works for these students. High school had too many rules paired with inflexible and 
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unvarying structures, and for many the freedom, independence and respect they 
experience at the community college make it a much better fit. 
Andrew Miller’s description of the program’s effect on two specific students 
who “were academically successful but extremely unhappy” at the high school but 
happy and content at GCC, supports what several students have said. GCC staff confirm 
that many of the ETP students they have worked with express their appreciation of the 
experiences they have had at GCC. Karen West concurs: “In a lot of questionnaires, 
they [ETP students] say, ‘I get treated with respect here [at GCC].’ It’s like, wow, what 
a concept!... They’re just so surprised.” Linda Dean says that, in her experience, “the 
reason that they’ll cite, or what I’ve noticed that they cite is, it’s the freedom issue.” In 
high school there are “hall passes and permission slips and not very much freedom, and 
... there’s the, just structure of it, all day, every day, same thing every day.” At GCC, 
they are not in high school.89 In some respects, these students are happier with GCC 
than would be expected. 
GCC on Their Own Terms 
The town of Amherst has a high expectation that young people will go to 
college, specifically a four-year college (78%), not a community college (14%).90 Forty- 
five percent of all first time college students in the United States begin at community 
colleges (American Association of Community Colleges, 2000), but potential students 
89 Some of the students interviewed for this study suggested eliminating the mandatory regular 
group meetings, citing them as virtually the only things they did not like about the ETP. Linda Dean 
expressed surprise at how much students disliked the meetings and other staff efforts they viewed as 
attempting to make them into a “big family.” Perhaps these attempts made the college environment too 
similar to the high school environment from which students had come. 
90 Statistics come from Chapter 1. 
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and families sometimes view them as extensions of high school without the curriculum 
or academic integrity of a “legitimate” higher education institution (H. A. Andrews, 
2000b). This is particularly true in an academically oriented town like Amherst, which 
contains Massachusetts’ flagship university campus and some of the top private 
colleges in the country within or close to its town lines. Andrew Miller believes the ETP 
works as well as it does for ARHS students in spite of this because of the combination 
of circumstances that has led them to the community college. Amherst students who 
“struggled through high school and graduated,” then go to GCC “because their grades 
are so low they couldn’t get into other places,... would not have looked at being up 
there as being successful,” according to Andrew Miller. If they enter as a high school 
student through the ETP, “we can change the context of going up there. They look at it 
as something that they want. It’s a positive thing.... It’s a win-win in this context.” 
It is also a “win-win” for GCC since these students and their families often learn 
to appreciate GCC’s strengths in ways they might not have without the ETP experience. 
There is more prestige in going to a community college while in high school than in 
going to what you and your family consider a glorified high school when you should be 
in college. While the situation may be exaggerated in Amherst, community colleges 
routinely struggle with this issue, and the ETP has helped to create a more positive 
image for GCC with potential students and their families. 
Financial Support 
It takes funding to make a program work. The ETP was established with the 
financial support of the Commonwealth, and it continues to operate with the financial 
commitment of participating schools and students’ families to supplement whatever 
152 
support the Commonwealth provides. For the ETP, families have always paid incidental 
costs such as materials and supplies, and high schools have paid program fees not 
covered by Dual Enrollment. Depending on the high school in question, the school, the 
family—or the student—pay transportation costs. GHS has funded a maximum of six 
students annually but has rarely filled all six slots and has not paid for students’ 
transportation. Northampton High School paid students’ ETP fees and transportation 
with grant funds until the grant ended, and did not send students to the ETP once they 
realized what it “really” cost. Amherst funds between 12 and 24 students a year as well 
as providing bus service for them. The program has been most successful for ARHS, 
and one reason for this is the high school’s commitment to funding it and their ability to 
do so. Another reason is that the original ETP was tailored to meet ARHS students’ 
needs. 
A Custom Program 
Since the original ETP was a collaboration between GCC and ARHS, these two 
schools’ early experiences shaped the program’s development. ARHS and GCC 
developed program criteria and guidelines that fit Amherst’s students, and GCC 
approached other high schools with a program tailored to fit Amherst’s needs. Towns 
and schools are different, even in the same geographic area. Students have different 
experiences, and expectations held for students’ educations and futures are not the 
same. Gail Olsen, for example, contends that in Greenfield, going to even a two-year 
college is beyond many students’ expectations. Data in Chapter 1 supports this; only 
63% of GHS seniors plan to attend college after graduating from high school, compared 
with 77% for NHS and 90% for ARHS. These differences might mean that the ETP 
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designed for ARHS is not the best ETP for other area schools. They might also mean 
that the factors that have contributed to ETP success have differed for different 
participants. To illustrate, Andrew Miller feels that making social and peer group 
connections at GCC has been an important aspect of the program for ARHS students, 
while Gail Olsen sees the lack of social connection and peer group relationships at GCC 
as a shortcoming of the ETP for GHS students. 
Even when schools other than ARHS have enrolled students, they have not sent 
as many nor have the schools been as actively involved with the program as ARHS. 
This points to another factor that contributes to the ETP’s success, the critical role 
played by the people who staff the ETP for GCC and its partner high schools. 
People and Commitment 
The commitment of Bea Costello and Andrew Miller was essential to the 
program’s establishment. Miller’s commitment to the ETP would be difficult to 
overstate. He has been actively involved in every aspect of its development and 
operation. Costello was instrumental in the program’s design, initial state and grant 
funding, and in gaining GCC’s support for its establishment. She was also the driving 
force in its expansion to other schools. While a dedicated staff have competently run the 
program during her extended leave from the college, without Costello, the ETP was 
sustained but not developed further. NHS’s resistance to going “all the way” to GCC for 
ETP meetings reflects their lack of commitment to the program. This in turn contributed 
to what Reynolds describes as the program’s failure to keep NHS informed about their 
students. It is a failure on the part of both institutions. Ultimately, NHS’s lack of 
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commitment contributed to their failure to advocate for continued participation when 
funding ran out. 
Initially, the program had the support and commitment of GCC and ARHS. It 
has continued to function most effectively when participating institutions have made a 
genuine commitment to it and have acted as partners in the work of fostering student 
success. Communication between institutions and between staff and students has been a 
critical component of this effort. When communication and collaboration have been 
absent or weak, the program has not worked well. In the next section, we will look at 
this and other program challenges, problems and areas for improvement as well as 
considering factors that have influenced them. 
Challenges. Problems, and Important Issues 
Both the ETP students who participated in this study and those who completed 
program surveys were asked what they believe would improve the program. Two areas 
of response stand out. The first is the need for GCC and participating high schools to 
communicate more effectively, and the second is the need for additional and more 
flexible transportation. Both of these are also considered program challenges or failures 
by interviewed staff, and the current discussion of the challenges the ETP faces begins 
by looking at these suggestions for improving it. 
Communication 
Several times during interviews and in surveys, ETP students and staff cited 
communication as a problem and expressed their desire for better communication as 
well as more timely and complete information. GCC staff are frustrated when high 
school staff do not attend ETP meetings at the college to meet with and discuss their 
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ETP students. Even though they do not like the meetings, students realize the 
importance of communication between their high school and the college. They are 
frustrated at the lack of communication between high schools and the college about 
issues such as program requirements and course equivalencies. High school staff 
express frustration at the lack of timely information about issues such as student 
attendance and performance. 
These problems stem in part from the informality that is a hallmark of GCC, a 
small college with few layers of bureaucracy and a tradition of working with students as 
individuals. They are also indicative of inherent differences between high schools and 
community colleges. With the exception of the small proportion of young students like 
those in the ETP, GCC students are adults and most processes, procedures and 
expectations reflect this fact. The college is not ordinarily responsible for assuring that 
its students attend class or are at the college when they are supposed to be. Individual 
instructors set attendance policy and other course requirements. The college’s formal, 
written communication with students occurs primarily according to the college’s 
academic year, which is different from the high school’s year. The only formal 
reporting of attendance and grades occurs at midterm and semester end, and they are 
only reported at midterm if the student is earning a failing grade in a course. 
High school staff, on the other hand, need to know immediately if a student 
stops attending or is in danger of failing and, particularly early in the ETP’s operation, 
GCC did not do an adequate job of providing the information their partner high schools 
needed. As Nick Reynolds says, at NHS “we were starting to feel a little protective of 
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the kids” when the high school could not readily get the information they needed on 
their ETP students’ attendance and performance. 
In response to schools’ concerns, GCC staff have worked over time to improve 
communication and information flow with partner high schools. Linda Dean describes 
her evolving role in the ETP as being, at times, like a “vice principal” who keeps track 
of student-related issues and provides information to schools and parents. The challenge 
is to balance the high schools’ need for information with the students’ desire for the 
freedom that initially attracted them to GCC. 
Transportation 
Transportation is primarily an issue for students, they say, because it is not 
available often enough and it is not always available when they need it. It is an issue for 
high schools primarily because of its cost. Given GCC’s comparatively rural geographic 
area and its location on the periphery of the community, none of the schools likely to 
participate in the ETP is close to the college. Direct, convenient bus routes between the 
college and many of these high schools do not exist as they do in more densely 
populated areas such as Amherst and Northampton. Andrew Miller acknowledges that 
this has made it difficult for students to participate in extra-curricular activities in the 
evening and on weekends at either GCC or their high school. Nick Reynolds complains 
about the costs in time and money of getting students to GCC. He compares it with the 
ease of getting them to HCC, which is on a direct public bus line from Northampton. 
Not only is it more convenient and quick; it is also significantly less expensive. 
Transportation can even be a problem for students who live relatively close to 
GCC, as Karen West indicates when she shares the story of a GHS student who dropped 
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out of the ETP largely because of the money she spent on taxi fares to get to the college. 
In this particular situation, if West had learned of it in time, she would have been able to 
help solve this student’s transportation problem. While ad hoc funding might assist an 
individual student, the broader problem of adequate and convenient transportation 
should not be managed piecemeal. Although the Dual Enrollment Program does not 
fund transportation for any student, and few programs do nationwide (Bugler & Henry, 
1998), given GCC’s location and ETP students’ already challenging educational 
situations, providing convenient and affordable transportation would remove one barrier 
to their success in the program. 
The greatest barrier to providing transportation for ETP students is its cost. The 
one time NHS provided transportation for their students, with the aid of the NEA grant, 
it cost $5,040, just over $500 per student. This would add significantly to a high 
school’s ETP participation costs, which are already a challenge for them to pay. 
Cost 
The program’s cost is another issue with which participating schools have 
struggled. Between direct program fees, transportation costs, expenses to students and 
families, institutions’ investment in staff and administrative time, and GCC’s 
investment in staff, services and facilities, it takes a substantial investment in resources 
to operate the ETP for a relatively small number of students. 
Linda Dean says that the financial benefits the ETP has brought to GCC were “a 
very big part of our enthusiasm about the program right from the beginning,” but 
financing for the program has shrunk and will almost certainly continue to do so. It has 
become more and more difficult for schools to fund the program, and in the future, 
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Dean believes, increasingly “the challenge [for GCC] is going to be how to hold on to 
that money and continue to cover costs.” High schools’ ability to contribute is linked to 
institutional and community support and these in turn hinge on both the program’s 
success and its perceived value to its constituents. 
Without grant money to defray program costs, NHS chose not to participate, and 
covering program cost has been a big challenge to Andrew Miller in his efforts to keep 
the program alive at ARHS. He continually advocates for the program in the face of 
conflicting demands for funds. Cost limits GHS’s ability to send more than six students 
to the ETP, and efforts to keep program costs down unquestionably affect the ETP’s 
ability to offer a broader array of services to its students. While there is no way to know 
or quantify all of the costs associated with the ETP, it is possible to determine many of 
the program’s expenses as well as to look carefully at its costs, to question them, and to 
measure them against some of the program’s benefits. 
This section looks at ETP costs in four ways. First, it considers the overall cost 
of enrolling a student in the ETP. Next, it looks at the cost of success for participating 
schools, defining the cost of a success and considering what that may mean for the high 
schools and the program. The section then looks at the cost of dropping out of high 
school to the dropout and to society, and concludes with an overview of recent changes 
in the ETP’s funding structure. The section also outlines current challenges in 
evaluating the costs and benefits of the ETP and similar programs. 
Overall Cost 
Instead of focusing on costs associated with a specific high school, this analysis 
of overall ETP costs looks generically at a number of costs associated with participating 
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in the program. The costs that have been included in the analysis are those judged 
unavoidable costs of participating in the ETP. They include GCC tuition and fees, 
program fees, high school staff time, and incidental costs, or overhead. Program costs 
such as tuition and fees are easy to determine because there are clear dollar amounts 
assigned to them; the assumption is made that students enroll in 12 credits per semester, 
for a total of 24 credits in a two-semester year, and that the cost of tuition and fees is 
$70 per credit. The program fee is $1,000 per semester per student, so $2,000 a year for 
each student enrolled in the ETP. The cost of ETP high school staff is harder to 
determine precisely, because it is often only a small component of someone’s larger job 
and a dollar amount has never been assigned to it by participating high schools. Staff 
time is estimated to be 0.5 hours per student per week for two 15-week semesters a year 
and the cost of this time is estimated to be $25 per hour, which is in line with the cost of 
ETP staff at GCC.91 The overhead amount used in this analysis is based on that used by 
Washington state’s Running Start program, which pays the college tuition and fees of 
its participants and deducts that amount, less 7% for “overhead,” from the students’ 
high school’s funding (Bugler & Henry, 1998). 
Since most dual enrollment programs nationally have no provision for 
transportation, the cost of busing is not included in this estimate of program costs. For 
the purpose of this analysis, it is considered an “avoidable” cost of participating in the 
ETP, something that a school can underwrite or not at its discretion. In addition, some 
costs associated with the program, such as the opportunity cost to GCC of committing 
staff and space to the ETP rather than to some other initiative, are quite difficult to 
91 Recall from Chapter 3 that this is covered by program fees. 
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quantify.92 While they should be considered by decision-makers when making 
programmatic decisions, it is beyond the scope of this study to attempt to determine 
such costs for the current discussion. 
Given that who pays for various ETP costs depends on, for example, the high 
school, the year, and the availability of state funding, the costs that comprise this 
analysis are considered independently of funding source. 
Table 3: Annual Per Student ETP Cost, 2002 
Category Factors Amount 
Tuition & Fees 24 x $70 $1,680 
Program Fee 2 x $1,000 2,000 
High School Staff 0.5 x 30 x $25 375 
Overhead 7% x $1,680 118 
Total $4,173 
Table 3 shows an average annual per student cost for participating in the ETP in 
2002 of $4,173. Given this result, even if participating high schools covered all these 
costs, they would still pay less than the high schools’ per student expenditures. To 
estimate what the program cost would be assuming a minimal level of transportation is 
provided, a reasonable estimate for busing would be $372 per student per year, which is 
the average per pupil amount spent on school transportation in Massachusetts for 2000- 
2001 (,School transportation: 2000-2001, 2001). This would bring the annual per 
student cost of the ETP to $4,545, still well below the cost to educate a student at any of 
92 Opportunity cost is the cost associated with choosing an option and thereby eliminating the 
opportunity to do something else. The opportunity cost of building an office building on a piece of land, 
for example, might be foregoing a park that alternatively could be built on that land. 
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the participating high schools. The $4,173 cost is used for the remainder of this 
discussion. 
Cost Per Success 
Another way to look at the cost of participating in the ETP is by thinking in 
terms of the cost of a program success, where a program success is defined as a student 
who completes the ETP and graduates from high school. The cost of a program success 
can be estimated using a combination of the per-student cost just calculated, program 
enrollment, and program completion rate. This cost is estimated in several hypothetical 
situations using actual program completion rates. The four situations look at (1) the ETP 
as a whole, with a completion rate of 57%; (2) ARHS, with a completion rate of 68%; 
(3) NHS with a completion rate of 13%, and (4) GHS, with a completion rate of 40%. 
For accuracy and ease of analysis, the number of enrolled students used in each 
situation is 100. This is equivalent to looking at the results that would be expected in 
each situation if 100 students had enrolled in and either completed or withdrawn from 
the program, as determined by the completion rates. Using the $4,173 per-student 
participation cost for the program, the total cost of participation in each scenario is 
$417,300. 
Table 4: Cost of ETP Completion, Four Situations 
Situation Completions Cost/Completion 
High School Average 
Per Student Expenditure 
ETP, 57% 57 $ 7,321 
ARHS, 68% 68 6,137 $9,404 
NHS, 13% 13 32,100 7,505 
GHS, 40% 40 10,433 7,855 
162 
Table 4 shows the cost of an ETP program success in each of the four 
hypothetical situations, using actual completion rates. The first case shows that the 
general cost of a success in the ETP given its overall completion rate of 57% is $7,321. 
This is less than the average per student expenditure for each of the participating high 
schools, albeit only slightly less than that of NHS. In the second situation, ARHS with 
its high completion rate has a cost per completion of $6,137, which is significantly less 
than the average per student amount it expends to educate a student at the high school. 
NHS, with the lowest average expenditure for a student among the participating high 
schools, and the lowest completion rate in the ETP, has the very high cost per success of 
$32,100. This is not surprising given the high school’s actual experience in the ETP, 
and viewing costs this way helps to explain NHS’s brief tenure with the program as 
well as their concern at its high cost. The cost of a program success for GHS is also 
high, at $10,433, again raising questions about how long they will continue to 
participate in the ETP. 
The goal of this analysis has been to look not only at what it costs for a high 
school to participate in the ETP, but also at what it costs them for each student who 
completes the program. It may help to clarify why a school such as NHS, which had 
limited success in the program, would decide not to participate while ARHS, with a 
much lower cost per student success, would choose to continue. It also illustrates how 
expensive it is for a school to send students to the ETP who are a poor fit and have little 
chance for success and highlights the importance of carefully defining the appropriate 
population for the program. 
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Cost of Dropping Out 
The cost of a program like the ETP can be high. Decisions about whether to 
continue to fund such a program depend largely on whether the cost can be justified, but 
defining and quantifying the costs can be difficult. Many of the costs of such a program 
may be long-term. In addition, there is no clear way to compare the successes of a 
dropout prevention program with other common measures of high school completion 
such as high school graduation rates and GED completion rates, given the differences in 
the populations they serve and educational experiences they provide. Another problem 
is that “despite the growing popularity of dual enrollment programs, little rigorous 
research has been conducted on their effectiveness. Most published literature is 
descriptive or focused on student and parental opinions and attitudes” (High School 
Leadership Summit, 2003). Research related to the effectiveness of middle college high 
school programs is limited and results are generally mixed and inconclusive (Bailey & 
Karp, 2003).93 Until a literature develops that permits comparison, program advocates 
are challenged to present a strong case for their programs using the available data. 
Decision-makers are challenged to know how to balance the cost of a program with its 
effectiveness and benefits, as Cohen (1998) recognizes in discussing cost-benefit 
analysis as it relates to saving a high-risk youth: 
Programs targeted at high-risk youth are designed to prevent high-school 
dropout, crime, drug abuse, and other forms of delinquency. Even if shown to be 
successful in reducing one or more social ill, the key policy question is whether 
93 Many research results are dated and research allowing comparison between middle college 
high school and control groups has not generally been available. In addition, there is some evidence that, 
even though they are designed for at-risk groups, admission standards have sometimes been increased, 
resulting in higher levels of success than might have been the case with the population for whom 
programs were originally intended (Bailey & Karp, 2003). 
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the cost to society from that intervention program exceeds its benefits. (M. A. 
Cohen, 1998) 
Cohen suggests that even though the costs of dropout prevention and similar programs 
for high-risk youth can be high and the benefits can be illusive, there are potential long¬ 
term benefits that should be estimated. He suggests that one way in which the cost of a 
program can be put in perspective is to look at what it would cost not to have the 
program. 
Some of the costs associated with the success or failure of an at-risk student are 
far-reaching, and the cost of dropping out of school is one of them. It is a cost not only 
to the student but to society as well, and the cost is high. “In October 2000, some 3.8 
million young adults were not enrolled in a high school program and had not completed 
high school” (U.S. Department of Education, 2001), and approximately 400,000 young 
people dropped out of high school in the one year period from October 2000 to October 
2001 (National Dropout Prevention Center, n.d.-b). While the dropout rate is 
significantly higher among low socioeconomic groups, nearly 70% of high school 
dropouts come from middle or high income families (National Dropout Prevention 
Center, n.d.-a). Some of them are probably similar to the students in the ETP. 
On a personal level, dropouts are more often unemployed and generally earn 
less than other members of the workforce (Hayes et al., 2002). The average weekly 
earnings of someone without a high school diploma is $410, and throughout their 
lifetimes, high school dropouts earn on average $9,245 less than high school graduates 
(Doland, 2001). Over a 40-year earnings period, a high school graduate earns $369,818 
more than a high school dropout (Doland, 2001). The societal costs associated with 
dropping out of high school are high, also. High school dropouts often have a 
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disproportionate need for social services, are involved in crime and exhibit high levels 
of antisocial behavior, and they experience poor health more often than groups with a 
greater educational attainment (Hayes et al., 2002). In addition, “each year’s class of 
dropouts will cost the country over $200 billion during their lifetimes in lost earnings 
and unrealized tax revenue” (National Dropout Prevention Center, n.d.-b). 
When the long-term costs of dropping out of school are considered, the costs of 
dropout prevention programs such as the ETP seem small compared with the long-term 
savings to the individual and society. In spite of this, policymakers and legislators often 
feel they have no choice but to forego long-term savings to society in general in order to 
solve immediate financial problems. Recently, state funding for the ETP and other dual 
enrollment programs has been cut in an effort to solve such a problem. 
Current ETP Funding 
In 2002, in the face of a severe and immediate fiscal crisis, the Commonwealth 
cut funding for dual enrollment, shifting the responsibility for ETP tuition and fees to 
families and schools. The loss of funding has drastically reduced the number of students 
who participate in dual enrollment across the Commonwealth, and it nearly ended the 
ETP. Through a series of meetings and compromises, the program has been able to 
remain active at ARHS. Currently, instead of the $2,000 per student per year they were 
paying, ARHS pays $40,000 a year to enroll 14 students in the program and an 
additional $3,360 to cover tuition and fees formerly paid by the state for two additional 
students who cannot afford to pay it themselves. In addition to books and incidental 
costs they have always paid, the parents of the remaining 14 students pay the $70 per 
credit that was paid by the state plus an additional $10 per credit that helps defray the 
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program’s cost to the high school. The high school still considers the cost of busing and 
staff time as part of their normal operating costs and not as costs of the ETP. 
In the face of the potential loss of the ETP, ARHS and GCC worked together to 
keep the ETP. To ARHS, the benefits of the ETP clearly outweigh its costs. The 
question is whether the program can be successful and affordable for other potential 
participants as well. 
The Future 
Expansion of the ETP 
Students who were interviewed or participated in surveys have a clear sense of 
the ETP’s strengths and weaknesses, and their observation of the need for better 
communication and transportation point to important areas for improvement. These 
students also suggest that the program needs to be better publicized to attract students, 
and they believe attracting more students will help to keep the program alive. During 
the ETP’s first few years, there was a concerted effort to recruit area schools, which 
yielded little response. More recently, with changes in program personnel and 
organization, and with increased funding challenges, there have been fewer outreach 
efforts to schools and fewer overtures to the program from schools. If there is a new 
effort to recruit students and potentially expand the ETP, it is important to consider the 
potential impact of that expansion on the program. 
A potential benefit of expanding the ETP is that it might have a positive effect 
on the program’s efficiency. In business, economies of scale can occur when production 
levels are increased if the costs associated with the production do not increase 
proportionally.94 The theory of economies of scale has been applied to education and 
has influenced, for example, the building of increasingly larger schools based on the 
“assumption that large schools are cost effective” (DeBlois, 2000). Applying the theory 
to the ETP could translate into either attempting to serve the maximum number of 
students possible with the current investment of resources or increasing the number of 
students who participate in the ETP as much as possible without a concomitant increase 
in the cost of operating the program. Theoretically, developing a more cost effective 
ETP could aid expansion efforts, for example, by translating into lower costs for 
participating schools to encourage their participation. Alternatively, it could mean 
higher income for GCC, which would make it more attractive for the college to 
continue the program. 
In reality, the efficiencies95 resulting from economies of scale have sometimes 
led to problems that offset the assumed financial gains. While much of the research on 
economies of scale in education pertains to primary and secondary schools, it raises 
questions worth considering when looking at possible expansion of the ETP. At smaller 
schools, for example, students are more apt to be known by name, as individuals, and to 
have a sense of belonging that gets lost in larger, more impersonal schools (M. 
Andrews, Duncombe, & Yinger, 2002). In addition, “administrators and teachers may 
have a more positive attitude toward work in small schools, because there is less 
formalization of rules and procedures, and it is easier to be flexible in a small school 
94 For example, as production increases, the per-unit cost may decrease as fixed costs such as 
rent and support personnel are spread over the greater number of items being produced. 
95 Research shows that diseconomies of scale sometimes develop when schools get too large or 
are too small (Howley, 1996). 
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(Cotton, 1996)” (M. Andrews et al., 2002, p. 7). NHS and GHS both express concerns 
at what GHS calls the ETP’s “lack of structure,” which they say some of their students 
“just can’t function without.” NHS complains about “not getting enough feedback” on 
their ETP students, and not being informed quickly enough “if the kid is going [to class 
at GCC] every day.” Would schools have even more difficulty getting the information 
they need if the student-staff ratio increases, or would increased formalization and 
efficiency improve information flow? 
ETP students speak of getting “a lot of support” in the program, appreciate 
“awesome” staff who know “what we need and want,” and recognize that they “would 
have been a little lost at first” at GCC without the ETP’s support. ETP staff appreciate 
the close relationships they have with their students and believe it is important “that 
someone’s here [from the ETP] when the students come up with a crisis.” They say a 
key aspect of the program is that students get “more one-on-one” through the ETP, 
while at the high schools there are “such bigger numbers that it would not be the same” 
for students. A related issue is that many students prefer GCC to their high school 
because of the inflexibility and generalized rules in high school that do not exist at 
GCC. Would these qualities be diminished in an ETP that focuses more on keeping 
costs down and perhaps as a result gives more attention to rules and processes while 
giving less individual attention to students? It is a question that educational institutions 
routinely face and one that the ETP may face on a recurring basis in its efforts to secure 
its future. 
GCC has a small school informality that influences how the institution 
functions, and the ETP is a small program within that structure. Would this and perhaps 
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other aspects of the ETP’s success be lost to an expanded program where the balance 
between effectiveness and efficiency shifts? All of these are questions to ask when 
considering not just an expanded ETP but also the factors that contribute to the ETP’s 
success. If after careful consideration of the issues there is a decision to make a renewed 
effort to recruit more students and schools to the ETP, the program first needs to define 
precisely who it can serve and then must limit enrollment to that population. 
Students and Clarity of Purpose 
One of the greatest challenges the ETP has faced has been the significant 
differences among at-risk students. Adequate funding and transportation, good 
communication and committed staff are cornerstones of the program’s success, but even 
with those in place, the program needs appropriate students in order to succeed. From 
the beginning, ETP developers at GCC and ARHS have had a relatively clear idea of 
the program’s intended audience, and their original student profile has been refined in 
the years since the program’s establishment. Nevertheless, admission requirements have 
often been waived, and the characteristics of the variety of students admitted to the ETP 
have influenced not only the program’s success but also an understanding of whom it 
can serve. 
In what turned out to be a successful compromise in admission standards, 
Andrew Miller recommended students to the ETP who, while a good fit in other ways, 
were not technically at-risk of dropping out of school. They were quite unhappy socially 
and emotionally at ARHS and the ETP proved a better option for them. Based on their 
success, Miller broadened his definition of whom to consider for admission to the ETP, 
but he still gives preference to students who are clearly at-risk of dropping out. 
Less successfully, the program has accepted a small number of “younger” 
students over the years. In all ways except age, these students generally fit the ETP 
ideal, but as Karen West shares: 
We had a couple of tenth graders, and that’s been more challenging for them and 
for us. ... Very bright students, but they, I don’t know if they’re just testing the 
system or what, but they’re not following through on their obligations as far as 
meeting attendance, in class, those kinds of things. I don’t know if they’re ready 
to be here. 
When asked if this was the usual experience with tenth graders, she said the ETP 
“didn’t have a lot of tenth graders, but from what I can see, yes.” Based largely on these 
experiences, the ETP student profile has remained restricted to students in the eleventh 
and twelfth grade, and older. 
Another type of students who have been accepted but unsuccessful are those 
who are, as Gail Olsen describes it, “marginal educationally,” who may have taken the 
placement test two or three times before attaining a score that placed them in college 
level courses. They, too, fit the student profile in most ways, but they do not have the 
academic skills or aptitude they need to function successfully in the ETP. Educationally 
marginal students who enroll in the ETP often withdraw due to poor academic 
performance. 
In the ETP’s early years, “marginal educationally” students were sometimes 
admitted because program staff had not yet refined whom to admit. As Miller and Olsen 
recognize, some of those choices were mistakes. In other cases, the ETP has accepted 
unsuitable students in an effort to support the high schools’ choices. In these cases, the 
desire to encourage students and schools to join the ETP has led to accepting the 
challenge of working with students of the schools’ choosing even if they are not ideal 
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for the program. Several study participants have commented they believe high schools 
have sometimes sent students to the ETP because the school has no alternative for them. 
Gail Olsen admits that GHS uses the ETP as a last chance for students, and NHS tended 
to send students who challenged the school’s resources even though some were not a 
good fit. The result more often than not has been a failure for the program and the 
student. 
Whatever the motivation, inappropriate placement in the program often leads to 
failure, perhaps one more in a series of failures for a student who most likely already 
has a poor self-image and low self-esteem. In a less student-centered but perhaps 
equally important way, it also has a negative impact on program statistics, a measure by 
which the success and potentially the future of the ETP are judged. 
In the best interest of students and the ETP, sound decisions need to be made 
about whom to admit to the program. According to Andrew Miller, at ARHS “we have 
this population that’s chomping at the bit to go to college, and they just want to get out 
of high school,... a population that’s ready for college but not ready for high school” 
that is the population for whom the ETP works. Miller has a clear sense of the type of 
student who is a good fit for the program. The ideal ETP student, in addition to being 
at-risk, is mature, independent and intelligent. NHS’s Reynolds, GHS’s Olsen and 
GCC’s ETP staff concur that this student is the ETP ideal. 
The students who participated in this study and those who completed the ETP 
surveys also have opinions regarding who is best suited to the ETP: students who are (a) 
motivated, work hard and are responsible, (b) self-disciplined and self-confident, (c) 
intelligent and want to learn, and (d) are willing to take risks. Some students suggest 
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that potential ETP students do not have to be at-risk of dropping out of school to be 
good candidates for the ETP. They just need to want to be in the program. Miller 
concurs, and although he gives preference to students considering dropping out of high 
school, his experience tells him that students who fit the other program criteria and are 
simply unhappy at the high school without being a dropout risk can also make excellent 
candidates.96 
Overall, the ETP suits a narrowly defined sub-group of at-risk high school 
students, and there may be a very real limit to the population from which to recruit 
students and a corresponding limit to what this program can be. 
The ETP 
ETP enrollments have come nearly full circle. The program began with students 
from ARHS, expanded minimally to a few other high schools, and has narrowed again 
primarily to ARHS. Perhaps the program is best suited to that population. It is not a 
comprehensive dropout prevention program that can fit anyone. It is a narrowly defined 
program that largely has been customized to fit students from ARHS. Or more than that, 
perhaps it is a program that can fit students at some other school, one from a similar 
community, with a similar student body, and with an Andrew Miller to keep it all 
together. Someone who recognizes, counsels and believes in the students he or she 
sends to the ETP. It takes the commitment, effort and motivation of staff, schools, and 
communities as well as students for programs like the ETP to be a success. Finally, the 
program needs to make some decisions about whom it can serve. It has to either adapt 
96 These students might be appropriate candidates for Dual Enrollment or Alternative Dual 
Enrollment, but if there are available spaces in the ETP, Miller might use them to help such students have 
a more positive high school experience. 
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to meet the needs of the schools and students it wants to accept, or it needs to develop a 
clear set of guidelines and principles that define it and adhere to them, defining the 
students to fit the program rather than defining the program to fit the students. 
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CONCLUSION 
Introduction 
This study was undertaken to both describe and evaluate the Educational 
Transitions Program (ETP), Greenfield Community College’s attempt to meet the needs 
of a group of underage, underachieving high school students at risk of dropping out. 
The research was conducted using a combination of document analysis and interviews 
with ETP students, GCC staff and staff from high schools that participated in the 
program. The study traced the ETP’s history and evolution, described its current state 
and outlined its purpose and goals. Considered in the study were: (1) the factors that 
contributed to the creation and development of the ETP at GCC; (2) the reasons that just 
one of the schools in GCC’s service area provides the majority of students to the 
program; (3) who enrolls in the ETP and why; (4) for whom, in what ways and by what 
definition the program is successful; and (5) implications of the program’s successes 
and failures for policy at GCC, participating high schools and for the Commonwealth. 
The study sought answers to the following questions: (1) How well does the ETP 
achieve its intended goals?; (2) How well does the ETP achieve the goals of its 
constituents?; (3) What unexpected outcomes does the ETP achieve?; and (4) What 
does the program fail to achieve? 
Background 
The creation of the ETP at GCC was a natural consequence of the more than one 
hundred years of community college development that preceded it. From their roots as 
extensions of high schools to their present status as the “open door” institutions of 
higher education, community colleges have a tradition of accepting nearly anyone who 
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wants to attend, including high school dropouts and current high school students. 
Greenfield Community College is no exception. Like most community colleges, GCC’s 
mission reflects the college’s close relationship with its community. As a result, GCC’s 
programming, including the Educational Transitions Program, has traditionally 
supported the economic and educational needs of people in the geographical region it 
serves. 
ETP students arrive at GCC with a variety of hopes and challenges that reflect 
the influences of the communities from which they come. The town of Greenfield 
struggles to find an identity to replace its past as a factory and farming town. 
Northampton is a somewhat uneasy marriage of a past similar to Greenfield’s with a 
distinct educational focus and a burgeoning arts and entertainment community, and 
Amherst has fulfilled its early educational promise to become the epitome of a 
university and college town. Despite the differences in these communities, each 
struggles to meet the needs of at-risk students in its schools. 
The literature describes several reasons students might be at risk for dropping 
out of high school, and most students who enroll in the ETP are clearly at-risk for one 
or more of them. They include: (1) demographic factors such as socioeconomic status, 
(2) family and personal factors such as parental involvement and frequent change of 
school, (3) academic history and school-related factors such as underachievement, and 
(4) attitudinal and behavioral factors such as poor attendance, lack of interest in school 
and poor self-image. 
There are also a variety of reasons that community college students could be at 
risk. They share some at-risk characteristics with their high school counterparts, such as 
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having little or no support at home, a high expectation of failure, and minimal academic 
success before attending college. There is some support for the suggestion that these 
similarities, and community colleges’ experience working with their own at-risk 
population, might prepare them to work with at-risk high school students. In addition, 
community colleges might be a better fit for some at-risk high school students because, 
for example, they offer freedom from the structure and rules that many at-risk students 
find intolerable in high school, and they provide academic and social opportunities that 
might suit these students better. The literature describes two important types of 
programs that combine high school students and community colleges. They are middle 
college high school, which is specifically for at-risk students, and dual enrollment, 
which may or may not serve at-risk populations. The ETP combines attributes of both 
but is equivalent to neither. 
The ETP resembles a middle college high school in that middle colleges are 
generally housed on a community college campus and are predicated largely on the 
belief that dropping out has more to do with high school’s structure than with students’ 
ability. Similar to the ETP, in dual enrollment programs qualified high school students 
enroll in college courses and earn both high school and college credit for the courses 
they successfully complete. Initially, Massachusetts’ dual enrollment program was open 
only to academically high achieving students, but in 2000, the Commonwealth 
established a second version of dual enrollment based loosely on the ETP’s structure 
and building on its success. It was called the Dual Enrollment Program for Students in 
Alternative Educational Programs, more commonly Alternative Dual Enrollment, and 
the ETP inspired its development. 
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Findings 
Description 
While the Educational Transitions Program is technically GCC’s program, the 
vision to extend the original Massachusetts Dual Enrollment Program to include at-risk 
students originated with staff at Amherst Regional High School (ARHS). GCC and 
ARHS collaborated to create and develop the ETP, and it has been primarily a program 
between these two institutions from the start. Today that is almost exclusively its role. 
The ETP’s structure is more complex than that of most dual enrollment 
programs but less so than a middle college high school’s. Different from dual 
enrollment students who generally take only a few courses at the college and retain 
close ties with their high schools, ETP students are integrated into the college 
population and take all of their courses at GCC. They have little or no involvement with 
their high school while at the same time fulfilling high school graduation requirements. 
GCC provides staff and services for ETP students, but there are no special classes and 
no space devoted exclusively to them at the college as there are in a middle college high 
school. ETP students’ community and peer group are largely ones they create for 
themselves within GCC. The ETP has blended aspects of dual enrollment and middle 
college high school but combined and built upon them in a way that fits its students and 
the college. 
Students in Massachusetts’ regular Dual Enrollment Program must have had 
good grades in high school to qualify for the program, while ETP students are likely to 
have a history of lower academic performance than their ability would predict. The 
program requires only that students have the potential to do well academically, not that 
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they have done so. The Commonwealth created a dual enrollment program initially to 
provide an academic challenge and opportunity to a particularly successful group of 
students whose needs could not be met in high school and expanded it to a very 
different group for whom high school was not a good fit in other ways. How the broader 
dual enrollment program both was influenced by and influenced the ETP have been 
considered in this study in the process of understanding and evaluating the ETP. 
Evaluation 
Benefits 
The students and staff interviewed for this study recognized several ways in 
which the ETP benefits its students, the college and participating high schools. The ETP 
benefits its students in a number of ways that are combined into nine themes: (1) 
earning dual credit, (2) gaining independence and responsibility, (3) affective issues: 
attitude, feelings and beliefs, (4) social issues: belonging and peer groups, (5) relief 
from high school structure and rules, (6) influence on goals and plans, (7) earning a 
high school diploma, (8) being respected and (9) transitioning into college. Students 
were happy to be earning dual credit concurrently with their high school diplomas; it 
was one of the reasons they gave for entering the ETP. They also appreciated the 
freedom from high school structure and rules that they found at the community college. 
This was accompanied by what they felt was more independence and the opportunity to 
take greater responsibility for their own actions and decisions. Students also valued the 
respect they received at GCC, particularly from their instructors. This new respect, 
combined with the discovery of a peer group that fit them well and the development of a 
sense of belonging, contributed to what many described as their improved attitude. They 
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viewed themselves more positively, as worthwhile human beings, and spoke of 
experiencing renewed interest in learning. The positive influence of their ETP 
experiences also affected their goals and plans for the future as well as provided them 
with the opportunity to gain some experience with college before graduating from high 
school. 
Successes 
These nine themes provide a foundation from which to establish the program’s 
successes. Student successes were organized into four categories. The ETP (1) helped 
students earn high school diplomas, (2) provided them with the opportunity to earn dual 
high school and college credit for their GCC courses, (3) influenced their educational 
and career goals, and (4) affected their attitudes and beliefs about themselves and their 
abilities. On the most fundamental level, since the ETP’s stated purpose is helping 
students obtain a high school diploma while concurrently earning college credit, it was 
an accomplishment for the program every time a student did so. The ETP was also a 
success for the many students who said they developed a renewed interest in learning 
and education because of their ETP experiences. Some students’ goals expanded to 
include futures they had not envisioned before entering the program, while others 
revived dreams that had been quashed by previous life and school experiences. Students 
also spoke of feeling better about themselves after entering the ETP. Discouragement 
was replaced with a more positive sense of self-worth for some, and peer relationships 
and a sense of belonging replaced feelings of isolation for others. 
The program was also a success for the college and participating high schools in 
several ways broadly categorized as related to people or to the institutions themselves. 
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The primary people-related benefit derived from the satisfaction program staff at the 
high schools and college experienced in working with ETP students and in seeing their 
students succeed despite the odds against them doing so. Institutional benefits to both 
participating high schools and the college include the positive impact successful ETP 
students have on enrollment and graduation statistics as well as the financial benefits 
related to students’ enrollment. In addition, for their high schools, students who were 
successful in the ETP did not adversely affect dropout statistics because they did not 
drop out. 
GCC served its community and mission by providing these students with an 
alternative to becoming dropouts. Similarly, high schools fulfilled one of their primary 
goals when they provided their students the support they needed to succeed in school. 
An added program success came from its role as the model from which the Alternative 
Dual Enrollment program developed. This one small effort to meet the needs of local 
students ultimately led to expanded educational opportunities for many at-risk students 
and high school dropouts across the Commonwealth. 
Results such as graduating from high school and earning dual credit were 
anticipated; they were the primary goals for participating high schools from the start. 
The extent to which students’ experiences at GCC affected their self-esteem, self- 
respect and attitudes were outcomes that were not expected. Neither was it anticipated 
that for at least one participating high school these effects would become motivating 
factors in deciding whom to send to the program. The unexpected as well as the 
expected benefits that the four interviewed students ascribed to the program were 
echoed by responses other ETP students gave in the surveys that were analyzed as part 
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of this study. Students’ own words provided a powerful tool for documenting the extent 
to which their ETP experiences have affected them. 
Challenges 
In addition to the program’s benefits, several problems and challenges 
associated with the ETP were identified in this study. Challenges for students and high 
schools included: (1) costs of participation to schools and families; (2) transportation 
challenges that affected students’ ability to participate in college activities as well as 
impacting the costs to participants; (3) shortcomings in both communication and 
information dissemination; and (4) challenges related to high schools’ commitment to 
helping the program succeed. 
While the Commonwealth has subsidized the cost of the ETP just as it has other 
state dual enrollment programs, participating high schools have always been responsible 
for the fees the ETP charges for the additional services it provides to its students. These 
expenses have discouraged schools from taking part in the program. They have also 
been discouraging for participating schools. For some schools, a combination of the 
actual cost in dollars and a low completion rate have substantially increased what it 
costs them for one student to succeed in the ETP and graduate from high school. For 
them, the balance between cost and benefit has been difficult to achieve. 
Since the Commonwealth eliminated all funding for dual enrollment in 2002, the 
expense of the program has become an even greater problem for schools and families. It 
has also created in dual enrollment an exclusive program from one meant to be 
inclusive. School systems and families are now responsible for the costs formerly 
funded by the state as well as the ETP fees they have always paid, and the majority of 
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students who can now participate in opportunities like the ETP only if their families and 
schools are willing, and able, to afford it. 
Given its high cost, transportation has been an additional challenge. Some high 
schools have provided a minimal level of transportation for their ETP students, but from 
students’ perspective, even this was not enough to permit them to be involved as fully 
as they would like at GCC, especially in the cocurricular life of the college. Conversely, 
nationally few dual enrollment programs pay for transportation, leaving it up to the 
individual student, balancing the desire on the part of states to provide academic 
opportunity with the reality of state budgets challenged to bear the additional cost and 
taxpayers wanting their dollars spent wisely and frugally. 
Poor communication and the lack of timely and complete information flow 
between the college, high schools and students have also been a problem. High schools 
were frustrated because they received important information too late or not at all, even 
when students were in danger of failing, stopped attending class or dropped required 
courses. Students complained that lack of communication between the college and their 
high schools meant they did not have the information they needed to make appropriate 
curricular decisions. The college struggled with communication structures and timelines 
designed for adult college students that did not work with a high school population. 
ETP staff at GCC have attempted to address these problems, but the 
communication and other problems within the ETP were not entirely within the 
college’s power to solve. Participating high schools have not always taken as active a 
role in the program as they needed to for the ETP to be as effective as it could be for 
their students. Some have viewed the ETP as GCC’s program and responsibility rather 
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than seeing a responsibility for themselves as active partners in molding a program that 
would support their students’ success. This view and behavior made it more difficult for 
the high school’s students to succeed in the ETP. Consequently, a high school that 
participates in the ETP should consider staff time another necessary investment in, or 
perhaps a cost of, the program. 
The Future 
For the program to continue and to operate as successfully as possible, its 
problems and challenges need to be addressed. The recommendations for doing so form 
a set of strategies to guide program planners at GCC and participating high schools, as 
well as at other institutions that may wish to plan a comparable or similar program. 
Creating a successful program requires (1) availability and commitment of funding and 
resources; (2) adequate transportation —which also requires a financial commitment; (3) 
a general belief in and commitment to the program; (4) good communication and 
information sharing; (5) a clear design, eligibility criteria and goals; and perhaps most 
fundamentally, (6) students who are suitable and schools that will send them and 
support them as they go through the program. 
No program can operate successfully without adequate funding and resources, 
and both the initial design and ongoing plans must address sustainability of funding; it 
must be a consideration at every level of planning. Since the ETP operates in a 
relatively rural area, transportation is an important issue to consider, while in a 
geographically different area, transportation might not be a significant issue. The 
intention of this recommendation is not necessarily to advocate for transportation; it is 
to encourage planners look for the key considerations in the specific situation. Another 
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key requirement for a successful program is that it have a core group of collaborators 
who believe in it, who work together to make it a success and who are committed to 
providing ongoing advocacy for it with institutions, communities and the state. Good 
communication and information sharing are also critical to keeping a program strong 
and to minimizing problems when they occur. 
Even with all of these elements in place, a program will not be a success without 
a clear design and careful planning. The program must be designed to fit participating 
institutions’ characteristics and capabilities. It must serve a well-defined group of 
students with needs that can realistically be met given a reasonable level of commitment 
and cooperation between participating high schools and college, with the support of the 
Commonwealth and within the constraints defined by available resources. 
Assuming the ETP will continue to operate in its current form with at least its 
current enrollment, another question to consider is whether there should be a 
recruitment effort to expand participation. There are three questions to answer toward 
this end: (1) is there a need and an audience for an expanded ETP?; (2), are there 
resources that can be committed to the program and if there are, is there a desire to 
commit them?; and (3) what would increasing the ETP’s enrollment do to the program? 
Even if there is an audience and resources for an expanded ETP, could economies of 
scale improve cost effectiveness without causing the program to lose its informality and 
the personal relationships between students and staff that are among its strengths? The 
ETP currently operates with a relatively low impact on GCC, with little direct cost to 
the college not covered by fees, and with a modest investment in space and time at the 
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institution, and perhaps a small, custom program is what the ETP will, and should, 
continue to be. 
Implications 
This study has answered many questions about the ETP, but has also raised new 
ones. The answers to these additional questions may help the ETP solve some of the 
problems revealed in the study or provide further evidence to aid in the evaluation of 
the program’s success. Additional information about the ETP could also help other 
institutions that see possible implications for themselves in this study as they plan their 
own programs. 
One question is why more high schools do not participate in the program. Given 
public educational institutions’ constant struggle to operate within narrow fiscal 
constraints, cost was most likely a major factor. Some high schools that did participate 
have acknowledged that the cost of the program either limited the number of students 
they sent or influenced their decision not to continue to participate. There was also 
some indication from participating high schools that they had few students appropriate 
to the program, did not want to lose their students to another institution, or believed 
they could work at least as effectively with their own at-risk students as could the 
community college. In addition, a study at Georgia State University suggests that 
schools where there is a lack of demand for dual enrollment opportunities “tend to be 
more passive in their approach, citing numerous barriers to participation such as lack of 
qualified students, distance, or students’ lack of interest” (Bugler & Henry, 1998), and 
that school staff at such institutions may lack commitment to dual enrollment programs. 
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Determining the reasons for the limited high school participation in the ETP could be a 
first step in overcoming high schools’ unwillingness to participate in the program. 
A second question to consider is what happens to students who leave the ETP 
without completing the program. Anecdotal evidence from staff who participated in the 
study suggests they most likely drop out of school altogether, but no data have been 
collected and analyzed to substantiate this. If it is true, given the high cost of dropping 
out of school to the student and society, the long term cost of not participating may be 
much higher than the immediate cost of participating, but it still may be a cost schools 
feel they cannot pay. 
A third and related question is what happened to similar students who stayed at 
their high schools rather than enter the ETP. Overall, 57% of all students who 
participated in the ETP successfully completed the program (68% for ARHS students). 
How does this result compare to the graduation rate for similar students who did not go 
through the program? Potential ETP students were generally those their high schools 
believed were, in spite of their academic ability, either highly at-risk of dropping out or 
who had already done so. Consequently, there is a good likelihood that, if such students 
had not dropped out of school prior to entering the ETP, they did so once they left the 
program. Similarly, if such students had dropped out before they entered the ETP, they 
most likely did not return to high school once they left the program. 
A last set of questions to ask relate to what effect the extra services, and by 
extension program fees, have had on student achievement in the ETP. GCC accepts 
Alternative Dual Enrollment students who are similar in many ways to ETP students, 
but they are at the college without the extra services provided to ETP students, and 
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without the added expense to their families and schools. Quite similar students with 
different levels of oversight and services: is there a difference in their success and 
experience at GCC that reflects the benefits of the additional resources provided to ETP 
students? The benefits that students ascribe to their ETP experiences have for the most 
part related to differences between high school and community college environments, 
responsibilities, expectations and peer groups that are largely independent of the ETP. 
This study recognizes these as key considerations for a successful program, but how 
does what happens for ETP students differ from what happens in the Dual Enrollment 
and Alternative Dual Enrollment programs, and is that difference an essential 
component of the ETP’s success? The answers to such questions would provide 
information to help support informed decision-making. 
A limitation of the current study is that it is a qualitative study of one small 
program at one small community college. The results of the study apply to the 
Educational Transitions Program at Greenfield Community College. The lessons 
learned from it can benefit GCC and participating high schools as they plan for the 
ETP’s future as well as provide them with lessons to guide their other programmatic 
efforts. These results can also provide other institutions with information on what did 
and did not work in this specific situation; but what happened at GCC is not necessarily 
representative of results across the larger field of community college programs for at- 
risk high school students. What other institutions can take from these results are 
recommendations to consider when planning a customized program themselves. While 
the limitations of trying to generalize this study are very real, it should be recognized 
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that the Commonwealth did just this by modeling a statewide program on the ETP, 
largely because of the program’s early success at GCC. 
Conclusion 
The issue of creating success for at-risk high school students raises broader 
questions. Statistics on high school dropout rates are not easily compared nationally 
since states currently use different measures and definitions of what it means to be a 
high school dropout (Massachusetts Department of Education, 2002a). This makes it 
difficult to know the true number of students who are not served well by their high 
schools. Given the long-term success of La Guardia Middle College High School and 
the efforts of others to replicate this program, and given the recent expansion of a 
variety of dual enrollment opportunities, the problem is very real and far-reaching. 
Perhaps the solution lies in creating an entire system of opportunities that blur the 
distinctions between levels and institutions and that accommodate students where and 
when they need it—as dual enrollment, middle college high schools and the ETP all do 
in some way. As Shirley Barnes suggests, “We’re all doing our piece of the patchwork 
quilt,... and if we collaborate, we’ll find those situations where we can help a young 
person. And I think when it’s truly [done in a] student’s interest, then that’s what makes 
the difference.” 
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APPENDIX A 
STAFF INTERVIEW QUESTIONS 
Questions for GCC and high school staff may include: 
Describe the ETP./What can you tell me about the ETP? 
How and why was the ETP started? 
How has the ETP changed or evolved since its creation? 
Why do you participate in the ETP? 
How do you expect students to benefit from their participation in the ETP? 
How well and in what ways does the program meet your expectations? 
Have you seen any unexpected benefits or problems with the ETP? 
Describe/characterize the students in the ETP. 
Describe the community in which your institution operates. 
What would you say about the relationship between community and institution? 
Is it cooperative, collaborative, strained, adversarial, respectful? 
If you could use one word to describe the ETP, what would it be, and why? 
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APPENDIX B 
STUDENT INTERVIEW QUESTIONS 
Questions for students interviewed may include: 
Describe the ETP in your own words. 
Describe yourself. 
Describe your school and community. 
Why do you participate in the ETP? 
What do you expect the ETP to do for you? 
What do your parents expect from this program? 
So far, how well has the program met your expectations and in what ways? 
What has happened because of the ETP, either good or bad, that was 
unexpected? 
If you could use one word to describe the ETP, what would it be, and why? 
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ADDENDUM 
At a GCC graduation ceremony not long ago, as I sat on the stage looking out 
over the rows of graduates, I recognized Leah Green among them. Sitting there, I 
thought about my interview with her, about who she was, how she came to be at GCC 
and what a difference the ETP had made in her life over the previous two years. I felt 
proud of her accomplishment and of everyone at ARHS and GCC who helped her to be 
there that day. I hope we see more ETP students in the future graduating from high 
school and perhaps GCC, and that ARHS and GCC keep working together to help 
students find success in their education. When we—families, schools, communities, 
taxpayers, legislators and policymakers—think about the cost of programs like the ETP 
versus their benefits, how to balance a program’s effectiveness and efficiency, and what 
questions to consider in order to make good policy decisions, we cannot afford to forget 
the face of Leah Green looking out from the crowd. 
While conducting this study, I went from cautious skepticism about trying to 
educate high school students at a community college to believing that a well-designed 
and implemented program can provide real benefits for some students who have not 
been successful elsewhere. The literature on dual enrollment and at-risk students, the 
ETP data analyzed for this study, and my community college experience, have 
strengthened my belief that high schools and community colleges should work more 
closely together in the best interest of the students they serve. In addition, the students’ 
comments touched me, revealing the value of the ETP in their lives. As an educator, I 
see the intellectual benefit to academically able students being challenged by college 
courses and the developmental benefit of the social and affective growth students can 
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experience in a supportive, encouraging atmosphere, one that fits them as individuals. 
There is a relatively narrow audience for programs like the ETP and a very real limit to 
whom a college can and should try to educate. 
Pragmatically, the ETP and programs like it can be expensive for high schools, 
families and for the Commonwealth, particularly if both high school and college receive 
funding for the student, only affluent students can afford the program, and success rates 
are so low decision-makers feel they cannot justify the program’s funding. Who should 
the ETP and similar programs serve? How successful can such programs be? How 
successful do they have to be in order to be considered successful and supportable? 
How can high schools serve their students effectively? Questions like these are 
beginning to be asked about programs across the country, including the ETP, and their 
answers will help to shape the future of such programs. 
Recently, GCC had the opportunity to apply for a grant to again permit 
expansion of the ETP to NHS, similar in many ways to the initial NEA grant that 
brought NHS into the ETP. In considering whether to support the grant, two important 
questions were asked. First, what will happen to NHS participation once the grant funds 
are exhausted: Will NHS support enrolled students financially until they complete the 
program, withdraw their students and move them back to the high school, or continue 
enrolling students in the ETP without the support of grants? Second, is there a suitable 
cohort for the ETP at NHS, or by extension, at other area high schools? Since there are 
currently no answers to these questions, the grant application has been postponed. 
Instead, a grant proposal is currently being developed to fund a study to answer 
questions about how, whether and to whom the ETP should be expanded. GCC is 
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lookingat the failures and shortcomings of the past and attempting to build a future in 
which the ETP can be as effective and successful as possible. The decision of whether 
that future includes expansion to other schools will be made with information of the 
successes and failures of the past to guide it. Whatever that decision, for GCC and 
ARHS, the ETP has been a success, and I sincerely hope it continues to receive the 
support it needs to keep it going. 
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